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Abstract
The purpose of this descriptive, quantitative, non-experimental, cross-sectional
study was to determine the self-perceived leadership style of principals in an era of
accountability. The research instrument was the Multifactor Leadership Questionnaire
with added demographic questions. In addition to the determination of the self-perceived
principal leadership style, the intention of this study was to determine the possible
relationship of demographic variables such as principal gender, experience, ethnicity,
school type (elementary, middle school, and high school), school grade, and school
socioeconomic status determined by Title I on leadership styles. The participants of the
study were principals from three large school districts in the state of Florida. The
dependent variable was the principal leadership style categorized on the Multi-Factor
Leadership Questionnaire (MLQ) as transactional, transformational, or laissez-faire. The
MLQ also determined the use of behaviors categorized as laissez-faire, authoritative, or
participative. The independent variables were the demographic variables, principal
gender, ethnicity, years of experience as a school principal, school type (elementary,
middle, and high school), school grade, and school socioeconomic status defined by Title
I.
The data were analyzed with descriptive statistics, correlation analysis, and a
series of Factorial ANOVAs to examine the research questions. The results found
moderate differences among the demographic variables gender, ethnicity, school level,
SES, and change in school grade. No differences were found between leadership styles
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and the years of experience for principals. The findings of the study may have
significance for principals of elementary, middle, and high schools in the identification of
different leadership approaches and styles in an era of accountability. The findings of the
study may also provide a benefit for principals of schools examining alternative
leadership methods to motivate teachers and students to improve academic outcomes.
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Chapter 1
Introduction
Background of the Topic
Leadership can be defined as the process by which an individual influences
another individual or a group to achieve a common goal (Bass & Bass, 2008). Bass
(2008) implied that leadership involved the use of interpersonal approaches or techniques
with the intention to persuade followers to accept a goal. Once accepted, leaders also
motivate followers to engage in the behaviors necessary to achieve the goal. The
definition of leadership suggests that the process involves a transition from the current
state or condition of the followers, to a future state desired by the leader that can be
accomplished by achieving the goal. In the context of a school, the principal acts as
organizational leader, influencing teachers to achieve the common goal of improved
academic achievement among students.
Leadership is a complex process involving the interaction of numerous variables.
Therefore, many theories have been developed to explain leadership approaches,
behavioral styles, and outcomes. Early trait theories suggested that leadership qualities
were innate to the individual and could not be learned, with effective leaders instinctively
understanding the appropriate leadership approach and behavioral style. The full-range
model proposes that leadership behavior varies along a continuum from laissez-faire
leadership to transactional leadership to transformational leadership (Kreitner & Kinicki,
2010).
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Transactional leadership is an outcome of a motivational process in which the
leader offers rewards and consquences for behaviors to guide the follower toward the
objective desired by the leader. In this approach, the leader exerts influence to ensure the
follower's behaviors, when performing tasks, conform to the goals of the leader and the
group (van Eeden, Cilliers, & van Deventer, 2008). The transactional leader is primarily
concerned with providing external motivators for followers. The transformational leader
attempts to inspire the follower to adopt the leader's vision for the future of the group,
and to strive to achieve the goals and objectives necessary to implement the vision. In this
approach, the leader exerts influence to encourage the follower to develop internal
motivations to achieve the goals and objectives common to the group (Bass & Riggio,
2006). The transformational leader is concerned with providing followers with internal
motivators that produce behaviors to achieve the common goals as well as increase the
followers’effort when striving to achieve goals. A theory encompassing both
transactional and transformational approaches, depending on the circumstance, is
situational leadership theory. This leadership theory suggests that leaders should use a
mix of leadership approaches and leadership styles necessary to achieve the goals of the
group (Yukl, 1999).
The style of the leader can also influence the way in which the leader executes a
particular approach. Leadership styles involve the behaviors of leaders in their
relationships with followers. A leadership style can be directive or authoritarian whereas
the leader informs the followers of the objectives and the way in which the objectives
should be achieved (Northouse, 2006). A more participative leadership style takes place
when the leader establishes the objectives, but encourages the followers to determine the
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best means to achieve the objectives. The style adopted by the leader can theoretically
mediate the effectiveness of the specific leadership approach by influencing the
followers’ perception of the quality of the relationship with the leader.
The leadership capabilities of school principals impact the performance of
students (Bruner & Greenlee, 2000; Jacobson, Brooks, Giles, Johnson, & Ylimaki, 2007;
Mazzeo, 2003; Waters, 2003). The principal's leadership approaches and styles influence
factors in the school environment such as organizational culture (Bruner & Greenlee,
2000), organizational learning (Mulford & Silins, 2003), and management of resources to
improve the professional skills of teachers (Mazzeo, 2003). These factors contribute to
the educational accomplishments of students. As a result, principal leadership is an
important factor affecting academic achievement in schools.
To be an effective leader, the principal must use the leadership approach and style
that is appropriate to the context of the specific school. However, the principal must take
into consideration the available resources and the characteristics of the teachers and the
student population (Dinham, 2004). The process of selecting the appropriate leadership
approach and style for the specific school environment, however, may depend on factors
such as the personality of the principal and the amount of tacit knowledge of leadership
(Germain & Quinn, 2005).
Conceptual Framework
The conceptual framework of the study is based on the contingency model of
leadership originally developed by Fiedler (1971). In this model, the leader assesses the
needs or characteristics of the followers and the nature of the situation to determine the
most appropriate leadership style that should be used under the circumstances to achieve
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the leader's objectives. The quality of the interpersonal relationship with the leader is the
basis for the assessment of the needs or characteristics of the followers. The type of task
and the amount of authority vested in the leader are the factors influencing the nature of
the situation (Chemers, 1997). The leader then selects a leadership style and approach to
form relationships with followers that support motivating the followers to perform tasks
in a manner that will achieve the objectives. The skill of the leader in selecting and
applying the appropriate leadership approach and style determines the effectiveness of
the leadership approach for motivating the follower. In this conceptual framework, the
group objective may be set by either the leader or other external factors with an influence
over the organization. Leadership is viewed as a relationship process, by which the leader
can exert influence over the follower (Bass, 1985). It is also a process in which the leader
receives feedback concerning leadership outcomes by the progress, or lack thereof,
towards achieving the objectives among followers. The desired outcome of the leadership
process occurs when the follower is motivated to perform the tasks necessary to achieve
the goal.
The conceptual framework proposes that leadership is composed of the two
antecedent constructs: leadership approach and leadership style. The leadership approach
consists of the specific methods used by the leader to motivate followers to achieve the
objective such as a transformational or transactional (Avolio & Bass, 1998; Vecchio,
Justin, & Pearce, 2008). Leadership style involves the behaviors exhibited by the leader
in the relationship with the follower such as autocratic or participative behaviors
(Northouse, 2006). The leader selects the approach and style suited for the characteristics
of the followers, the task, and the level of authority held by the leader (Yukl, 1999). This

4

conceptual framework is based on the assumpton that the leader's use of a specific
approach and style determines the quality of the relationship from the perspective of the
follower (Cardona, 2000). The leader may receive feedback concerning the effectiveness
of the leadership process based on the behaviors of the followers and the progress
towards achieving the established goals of the leader or organization.
In the context of large organizations with many individuals, the leader of the
organization can establish effective relationships only with a limited number of followers.
The limited selection are then expected to exhibit leadership and influence their followers
to achieve the organizational goals. Organizational variables such as size and
demographic composition of members can moderate the relationship between the desired
outcome of motivating followers and leadership approaches and styles. Additionally,
personal characteristics of the leader, such as experience in leadership positions, can
moderate the ability of the leader to achieve the desired outcome.
In the context of a school, the principal is the designated leader of the
organization who forms relationships with followers (teachers and students). Although
the fundamental goal of the school is education of students, the specific tasks neccessary
to accomplish this goal may vary depending on the environment within the school and the
recognition of authority by followers. While the principal has inherent authority from
position in the school hierarachy, the willingness of teachers and students to accept the
principal's authority is also an aspect influencing leadership approach and leadership
style. Factors such as the size of the school, demographics of the teacher or student
population, or the individual characteristics of the principal may also moderate the
leadership process by affecting the task environment. The personal attributes of the
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principal create pesonal preferences for certain leadership approaches and styles. The
personal attributes of the principal can include factors such as the tacit knowledge of the
principal about leadership, with experience as a proxy measure for this type of
knowledge.
It is clear that the organizational culture impacts the ability of the leader to lead.
Culture is a determinant of leadership style and must be taken into consideration when
addressing specific challenges and goals (Blunt & Jones, 1997). However, it is also the
organizational leader’s responsibility to develop the culture in a manner that allows for
effective leadership (Zoul & Link, 2007). Zoul and Link (2007) stated that it was the
principal’s responsibility to identify and enforce the core values, ethics, traditions, and
relationships that make up the school’s organizational culture. One of the ways in which
the authors suggested doing this was by eliminating or limiting non-discussable issues,
which would increase the ability of the organization to build an open and transcendent
culture that was flexible enough to deal with change.
The way in which the principal engages in leadership depends on the type of
leadership approach and style characterizing the relationship between the principal and
the teachers and students. The size of a school can impact a principal’s ability to
effectively form a leader-follower relationship with teachers in order to influence them to
strive towards the organizational objectives. Teachers are expected to use their
instructional and leadership skills to motivate students to strive towards the individuals’
objectives of higher academic achievement. As a result, effective leadership in a school
depends primarily on the principal's use of approaches and styles necessary to influence
teachers. The model also presumes that the principal receives feedback from the
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assessments of the academic achievement of students, which in turn may create a need to
modify the principal's leadership approach and style. Figure 1 shows the general
conceptual model underlying the study from the perspective of the principal as leader of a
school.

Personal
Attributes

Approach

Educational
Task

Authority

Style

Leadership

Teachers

Students
(Academic
Achievement)

Figure 1: Conceptual Model
Statement of the Problem
Accountability has become the mantra of education reform. It is the idea of
holding school communities and students responsible for results by rewarding
achievement and punishing failure with monetary and nonmonetary rewards (Fuhrman &
Elmore, 2004). The term accountability in essence is synonymous with the high stakes
tests like those proposed by the No Child Left Behind Act (Graue & Johnson, 2011). This
has strong implications on school leaders, educators, and school communities. No Child
Left Behind is an intiative on accountability to ensure the success for all students
(Booher-Jennings, 2006). With this added pressure of accountability, principals are also
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responsible for the day to day operations of a school and face the problem of determining
the appropriate leadership approach and style to motivate teachers and students in order
to achieve the objective of improving academic achievement. According to Lashway
(2006), trustworthy recommendations based on clear evidence between the action of the
principal and an academic outcome are rare in education. The principal must adopt a
leadership approach and style that ensures both teachers and students embrace the
objective of improving academic achievement and are motivated to take the actions
necessary to reach that goal. Although prior research has established a link between
principal leadership and academic achievement in school, the research has not
definitively established the optimal approach or style for principal leadership that can
effectively enhance academic achievements (Yukl, 1999). In addition, the research has
not clearly established the variables present in a school’s environment that moderate
principals’ ability to use leadership to motivate teachers and students to strive
continuously for higher levels of academic achievement.
According to Spillane, Haverson, and Diamond (2004), research has not clearly
established "knoweldge of the ways in which school leaders establish conditions and
processes" (p. 4) necessary to inspire great academic achievement. Some research
evidence suggests that transformational leadership approaches have a generally positive
correlation with improvements in student outcomes (Robinson, Lloyd, & Rowe, 2008).
At the same time, there is no evidence indicating that the use of transactional leadership
approaches in schools inherently results in lower academic achievement (Quinn, 2003).
Situational leadership theory suggests that circumstances may arise in which a principal
may have to use the techniques associated with both transformational and transactional
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styles (Bass & Riggio, 2006). However, the theory does not provide clear guidance
concerning the selection of a leadership style appropriate for the situation. Factors such as
personality characteristics of individual principals and the organizational culture in the
school may also affect the selection of a leadership approach or style, which can
influence the effectiveness of the leadership style (Blunt & Jones, 1997). As a result of
the inconclusive findings of prior research, the relationship of different approaches and
styles of principal leadership to academic achievement remains uncertain.
Purpose of the Study
The purpose of this descriptive, quantitative, non-experimental, cross-sectional
study was to determine the self-perceived leadership style of principals in an era of
accountability. The research instrument was the Multifactor Leadership Questionnaire
with added demographic questions (Appendix A). In addition to the determination of the
self-perceived principal leadership style, the intention of this study was to determine the
possible relationship of demographic variables such as principal gender, experience,
ethnicity, school type (elementary, middle school, and high school), school grade, and
school socioeconomic status determined by Title I on leadership styles. The participants
of the study were principals from three large school districts in the state of Florida. The
dependent variable was the principal leadership style categorized on the Multi-Factor
Leadership Questionnaire (MLQ) as transactional, transformational, or laissez-faire. The
MLQ also determined the use of behaviors categorized as laissez-faire, authoritative, or
participative. The independent variables were the demographic variables, principal
gender, ethnicity, years of experience as a school principal, school type (elmentary,
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middle, and high school), school grade, and school socioeconomic status defined by Title
I.
Research Questions
The research questions for this study were developed from a review of theory and
research concerning principal leadership in schools. The following research questions
were examined for this study:
1. To what degree do principals perceive their leadership styles as transactional,
transformational, and laissez-faire?
2. What are the relationships among the three leadership styles?
3. Do principal characteristics have an impact on self-perceived leadership styles?
a. To what extent does gender impact the self-perceived leadership style?
b. To what extent does principal years of experience impact the selfpercieved leadership style?
c. To what extent does principal ethnicity impact the self-perceived
leadership style?
4. Do school’s characteristics have an impact on a principal’s self-perceived
leadership style?
a. To what extent does a school’s level impact a principal’s self-perceived
leadership style?
b. To what extent does a school’s SES status impact a principal’s selfperceived leadership style?
c. To what extent does a school’s most recent grade change impact a
principal’s self-perceived leadership style?
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Limitations, Assumptions, and Design Controls
A limtiation of the study was the possiblity that confounding variables not
accounted for in the study influenced principal leadership style. The descriptive research
design controlled for some of the demographic variables such as gender, experience of
the principal and type of school by examining the correlations of these variables. The
possibility remains that the findings were influenced by other variables not included in
the research design. Another limitation of the study was the possibility that researcher
bias influenced the research design, the selection of data collection instruments, and the
interpretation of the findings.
The post-positivist research paradigm underlying the study reduced the interaction
of the researcher with the participants and the possibility of researcher bias (Opie &
Sikes, 2004). An additional design control to minimize the influence of researcher bias
was to use a large randomly selected sample population, which supported the ability to
generalize the findings to a larger population. A further design control to reduce the
effect of researcher bias was to collect data with the MLQ, which has been previously
validated for the assessement of leadership approaches and styles (Alimo-Metcalf, 2001).
The study was based on the assumption that the transactional and transformational
leadership styles are suitable categories for explaining the approaches to leadership used
by school principals. As a result, the research did not examine the possibility that
principals use other approaches identified in leadership theories such as distributed
leadership approaches (Spillane, 2006). Another assumption of the study was that the
principals providing information about leadership approaches and styles were accurate
and candid about their leadership methods. Because the data collection relied on the use
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of a self-reporting quesitonnaire, the data were based on the subjective perceptions of the
participants of their leadership behaviors. The use of a large number of participants in the
study increased the objectivity of the data.
Significance of the Study
The findings of the study may have significance for principals of elementary,
middle, and high schools in the identification of different leadership approaches and
styles in an era of accountability. The principal can theoretically adopt a leadership
approach and style that has a stronger relationship with specific demographic variables,
thereby potentially increasing the strength of the existing relationships. The findings of
the study may also provide a benefit for principals of schools examining alternative
leadership methods to motivate teachers and students to improve academic outcomes.
The results of the study may also have general academic significance by extending the
body of knowledge concerning leadership in schools and could contribute to leadership
training and development programs for principals. In addition, findings examining the
different leadership approaches and styles with demographic variables may provide
additional empirical information about the effect of the principal's leadership behaviors
on teachers and students.
Definition of Key Terms
The following were key terms used in the study related to principal leadership and
academic achievement.
Multifactor Leadership Questionnaire. The MLQ Self form is a self-rating survey that
measures the self-perception of leadership behaviors and consists of nine subscales:
Idealized Influence Attributes, Idealized Influence Behaviors, Inspirational Motivation,
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Intellectual Stimulation, Individualized Consideration, Contingent Reward, Managementby-exception: active, Management-by-exception: passive, and Laissez-faire (Bass &
Avolio, 2002).
Transformational Leadership. Transfromational leadership is a leadership style in which
the leaders and followers interact in a manner to enable the leader to assist the follower
with developing internal motivations among the followers to achieve a common goal
(Crow, Matthews & McCleary, 1996).
Idealized Influence Attributes: The leaders instill pride in others for being associated with
them, often go beyond self-interest for the good of the group, and display a sense of
power and confidence (Avolio & Bass, 2004).
Idealized Influence Behaviors: The leaders openly discuss their most important values
and beliefs and consider the moral and ethical consequences of decisions (Avolio & Bass,
2004).
Insprirational Motivation: These leaders behave in ways that motivate those around them
by providing meaning and challenge to their followers' work (Avolio & Bass, 2004).
Intellectual Stimulation: These leaders stimulate their followers' effort to be innovative
and creative; they solicit new ideas and creative solutions to problems (Avolio & Bass,
2004).
Individualized Consideration: These leaders act as a coach or mentor and provide a
supportive climate allowing the followers to grow (Avolio & Bass, 2004).
Transactional Leadership. Transactional leadership is a leadership style in which the
leader takes the initiative to initiate an exchange to motivate followers to achieve a goal
using rewards or consquences for behaviors (Hickman, 2009).
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Contingent Reward: Transactional contingent reward leadership clarifies expectations
and offers recognition when goals are achieved by providing others with assistance in
exchange for their efforts (Avolio & Bass, 2004).
Management-by-exception: active: The leader specifies the standards for compliance and
may punish followers for being out of compliance with those standards (Avolio & Bass,
2004).
Management-by-exception: passive: The leader fails to interfere until problems become
serious and often wait for things to go wrong before taking action (Avolio & Bass, 2004).
Laissez-faire Leadership: Laissez-faire leadership is a leadership style in which the
leaders avoid getting involved and making decisions, are absent when needed, and delay
responding to urgent questions (Avolio & Bass, 2004).
Leadership Style. Leadership style refers to the behaviors used by a leader when
implementing an approach to leadership that can be classified as laissez-faire,
authoritarian, delegative, and participatory (Bass & Bass, 2008).
Summary
Previous research examining leadership has identified differences in the
transactional and transformational styles to leadership. It has also identified differences in
the behavioral styles of leaders including the laissez-faire, authoritarian, delgative and
participatory styles. Although previous research has established the existence of a
relationship between principal leadership in schools and academic achievement, the
research has not clarified the optimal approach and styles of principal leadership for
improving academic achievement. The conceptual framework underlying the study relies
on contingency theory in which factors such as the nature of the task, the characterisitcs
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of the leader and followers, and the degree of authority in the position of the leader
influences the selection of a leadership approach and a leadership style for a situation.
The purpose of this descriptive study was two-fold: to determine self-perceived
principal leadership style as measured by the MLQ and to test the relationship between
the self-perceived principal leadership styles and the demographic variables principal
gender, experience, ethnicity, school level, school grade, and school socioeconomic
status determined by Title I among a population of elementary, middle school, and high
school principals in three large school districts in the state of Florida. The findings and
conclusions of the study have potential limitations from confounding variables not
accounted for in the research design, researcher bias, and the accuracy of the information
concerning leadership approaches and styles obtained with the data collection
instruments.
Chapter 2 of the dissertation contains a review of related literature that examined
leadership theory and prior research investigating principal leadership and its link to
academic achievement. Chapter 3 of the dissertation discusses the methodology, and
included a justification for using the positivist paradigm and a descriptive quantitative
methodology, a description of the sample population and data collection instruments, and
the data collection and data analysis procedures. It also presents the methods used to
establish reliability and validity, and the strategies that addressed the limitations in the
methodology. Chapter 4 will present the findings using summary tables. An analysis of
the data includes descriptive statistics, correlation analyses, and a series of factorial
Analysis of Variance. Chapter 5 presents a brief summary of the dissertation, the
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conclusions supported by the findings, recommendations for educational practice and
implications for possible future research.
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Chapter 2
Literature Review
Introduction
The literature review was guided by the central question: What is the selfperceived leadership style of school principals in an era of accountability? This literature
review included a section on the conceptual framework as well as information on
leadership styles and approaches. The conceptual framework section described the
overall framework that was used to examine the connections between school leadership
and student achievement. The body of the literature has been reviewed using the
following themes: Leadership Styles, Contextual Leadership, Leadership’s Indirect
Affects on Student Achievement, and Moderating Variables Impacting Leadership and
Student Performance.
The Leadership Styles section identified the two main leadership styles of
transactional and transformational leadership. Additional styles were discussed that
provided other supplemental leadership styles and structures. These additional leadership
styles included instructional leadership and transcendental leadership.
Components that influence the choice of leadership style can be considered to
have a contextual basis. Often, effective leadership is situational and relative to the needs
of the members. The situation and integration of multiple components such as
organization goals, needs, and desired outcomes are determinants of the choice of
leadership styles. Leadership style is affected by purpose and needed change of the
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organization. Measurement instruments were incorporated into the discussion on
leadership style and student achievement.
The leadership effects on student performance included an examination of the
issue of student achievement at the individual and school level. The literature considered
the development of student achievement in relation to developing human capital. Human
capital is defined by Becker (1964) as utilizing education and experience to enhance
personal skills and abilities. Determinants of student achievement including
socioeconomic status of the organization, gender of the leader, ethnicity makeup of the
school, and organizational culture were examined. The previously established
relationship between student achievement and school leadership styles was also explored
in this discussion.
Purpose
With the increased attention on accountability within the education system,
students, teachers, and administration are facing new challenges. The No Child Left
Behind Act has placed pressure on school leaders to increase student scores on high
stakes testing. A serious implication of the NCLB requires many schools to track the
progress of students and offer alternatives to those students not making adequate yearly
progress (National Conference of State Legislatures Task Force, 2002). Diverse demands
on school principals has increased expectations and created a need to change
contemporary school leadership (NCSL Task Force, 2002).
Factors such as increased accountability, increased diverse student population,
management issues, and state policies are driving the need for a more systematic
understanding of how school leadership impacts student achievement (NCSL Task Force,
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2002). The role of a principal has become dramatically more complex and thus more
difficult to define the qualities necessary to be considered an effective leader. The most
effective school leaders are no longer content with simply managing organizations.
Effective leaders are focused on professional growth of teachers, stronger commitment to
parents and community, and the continual improvement of student performance (NCSL
Task Force, 2002).
The purpose of this literature review was to present evidence on the association of
leadership styles with student achievement. This provided background information and
critical analysis of the existing literature and state of research in order to examine the
research questions in a critical context (Cooper, 1989). The literature review was used to
frame the discussion in terms of established definitions, theories, and empirical
knowledge as well as incorporating other aspects of the structure of existing knowledge.
Previous studies have demonstrated that there is a concrete relationship between student
academic performance and principal leadership. The focus of this literature review was to
identify qualities of effective leadership, the presence of such qualities in
transformational and transactional styles, and the relationship leadership style has on
student performance. Further investigation of leadership characteristics included gender,
ethnicity, and years of personal experience as they related to leadership styles. School
characteristics, including the school’s socioeconomic status and ethnic makeup of the
school, and organizational culture was explored in order to round out the development of
the school’s performance and its relationship to the leadership. The literature was
intended to contribute to specific areas of knowledge that are lacking in school leadership
or could be expanded further.
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Conceptual Framework
This literature review discussed and synthesized empirical research relevant to the
leadership models: contingency and situational leadership theories. The theoretical
approach taken in this literature review rests in the belief that effective leaders must be
task-oriented, people-centered, and able to shift effectively between those two leadership
styles depending on conditions and circumstances. There is a relationship between
leadership theory, attributes and student achievement. This framework built the linkage
between transactional leadership, transformational leadership, distributed/trust building
leadership, context/situation, and student achievement while taking into account specific
influencing variables.
This was a simple premise, based within the contingency and situational
leadership theories, that the combination of appropriate levels of task orientation and
people orientation, combined with the multiple moderating variables, will affect the
academic achievement of students within the school. The contingency theory contends
that no leadership style works best for all situations but that the choice of leadership style
is dependent upon variables related to the organization and aspects of the situation at
hand. This is very close to situational theory which asserts that leaders select their way of
work based on situational variables. Effective leaders choose the leadership style that is
deemed most appropriate when making managerial decisions.
Transactional leadership, in which contingent rewards are used to motivate,
transformational leadership, in which more subtle methods such as offering intellectual
stimulation and positioning the leader as an idealistic authority figure are used to promote
long-term or transformational change, account for the two levels of management. It
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should be noted that in this model there is a distinction made between leadership, which
can be variously viewed in terms of the power relationships between leaders and
followers, the group process perspective, or the perspective of personality and people
orientation, and directional and visioning processes, and management, which in this case
will be used to refer to specific strategic and operational tasks (Northouse, 2006). This
definition is important because although some activities do overlap between leadership
and management, there are also a number of activities that, even though performed by a
leader, could not truly be characterized as leadership activities, thus rendering necessary a
more narrow focus of the inquiry.
There is a body of research that argues the nature and degree of principal impact
on student achievement (Hallinger & Heck, 1996). The overall premise is that there is a
relationship between student achievement and school leadership but to what extent leads
to controversy. Many studies have indicated a relationship exists between student
academic performance and principal leadership behaviors (Mazzeo, 2003; Waters, 2003).
Researchers do not resist the notion that principals impact the success of students.
However, some believe that the effects are indirect and, at best, difficult to measure
(Codding & Marc, 2002; Hallinger & Heck, 1996, 1998; Leithwood & Jantzi, 2000;
Witziers, Bosker, & Kruger, 2003).
The structure of inquiry was built upon the conceptual frameworks offered by a
number of researchers that have previously explored the issues of leadership in the
context of principal leadership and student achievement. Some early researchers that
examined the relationship between school leadership and development of student
achievement were Andrews and Soder (1987), who conducted empirical research in the
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Seattle school district. The study’s purpose was to examine the relationship between
principal leadership and student performance. The study was conducted over a two year
period. Students had to be enrolled in the same school for both years in order to
participate. The gains of the individual student scores on the California Achievement Test
were used as a measure of student performance. The researchers distributed a
questionnaire to all instructional staff that was designed to measure 18 strategic
interactions between principals and teachers. This research found that strong leaders,
defined in four dimensions including resource provider, communicator, instructional
resource, and visible presence, had a direct relationship with increased scores in
mathematics, in particular improving the performance of weaker students. The authors
also found a correlation between the performance in reading and leader strength.
However, it should be noted that this study is limited to an urban setting of elementary
schools in the Seattle district. Only 33 of the 67 elementary schools yielded sufficient
achievement data to be included in the study (Andrew & Soder, 1987). Thus, more
studies are needed to add validity and make generalizations.
Another study conducted by Bruner and Greenlee (2000) proposed that student
achievement was influenced by quality leadership principles. The study consisted of six
elementary schools, 144 teachers and administrators. They collected school data from the
Education Quality Benchmark System (EQBS) and surveyed staff using the School Work
Culture Profile (SWCP). Participant involvement in this study was voluntary and of those
surveyed, there was a 69% response rate. This study relied on survey findings to
determine how quality principles influence student achievement. The focus was only on
elementary schools where the school culture may or may not compare to that of a
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secondary school. For this reason, it is important not to over generalize the findings
across school levels. The findings showed moderate effect sizes indicating student
achievement appeared higher in those schools with quality-like well-developed work
cultures. The authors defined work culture as “the way individuals responded to one
another and the expectations of the work that is to be done” (Bruner & Greenlee, 2000,
p.71). The work culture is determined by the leadership and the overall excellence of the
organization is based the organizational culture developed within it (Bruner & Greenlee,
2000). This provided an initial impetus for studying the relationship between leadership
in the schools and student performance.
Evidence has continued to build since that time, and the leadership capabilities of
the principal has become a required component of successful schools. A recent study in
New York schools further emphasized the relationship between leadership skill and
effective student achievement (Jacobson, Brooks, Giles, Johnson, & Ylimaki, 2007). This
study explored the leadership of three high-poverty urban high schools that experienced
increased academic performance under leaders that were identified as highly effective.
The study identified specific characteristics of leaders that resulted in highly effective
school changes. Characteristics that were found in these leaders included setting high
expectations, motivating and creating security for students, holding accountability, and
modeling behaviors. This behavior is consistent with the current discussion because these
principals accomplished their changes in effect through identifying required tasks and
moving toward them and inspiring people to engage in behaviors that encouraged it.
Indications gathered between these two studies points to the use of varying
leadership styles in accordance with established models of leadership and task orientation

23

that are instrumental in the development of an effective school leadership model (Cotton,
2003). Of particular importance is the idea of transformational leadership, which is
focused not just on using the resources of the organization, but in developing them to
their fullest potential (Leithwood & Jantzi, 2000). Transformational leadership was
described by Leithwood and Jantzi (2000) as specific task orientation methods and
attitudes, including building visions, providing intellectual stimulation and individual
support, symbolizing professional values, having high performance expectations, and
developing structures to encourage the effective development of these features
(Leithwood & Jantzi, 2000; Leithwood, Jantzi, & Steinback, 1999).
Transformational leadership, in contrast to transactional leadership, is not focused
as much on accomplishing immediate tasks and goals as it is in provoking long-term
improvement of the organization. Leithwood and Jantzi (2000) identified specific factors
that could be used to predict performance of the school. These factors are closely tied to
the management style and its effectiveness within the school. Overall, there is a body of
evidence indicating that task focus and personal orientation are significant factors in the
relationship between effective leadership and student achievement (Day, Sammons,
Hopkins, Leithwood, & Kington, 2008). This demonstrates significant support within the
literature to the proposed conceptual model (Figure 1).
This conceptual framework also encompasses Avolio’s (1999) assertion that
leadership must take place in at least two levels—the personal level and the
organizational level—to be effective. The multiple level model of organizational
leadership both describes the leadership of the organization at the top level, where the
principal steers both organizational culture and goals and creates personal relationships
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with his or her team, and the level of leadership within the organization, through teacherleadership, departmental leadership, and other formal and informal methods (Avolio,
1999). In this literature review, the only level of leadership that was explicitly addressed
was that of the principal or organizational leader.
Leadership Styles
The literature has identified a wide range of leadership styles and structures that
correspond to specific organizational or business conditions, and which have specific
actions, structures, and outlooks and expectations of the leader, all of which have
different strengths and weaknesses. However, it is not the case that any of the profiled
leadership styles are bad per se, but rather that they are useful in different contexts. Two
leadership styles that have been identified as most common within the school context are
discussed. Effective attributes and characteristics of each style are identified in order to
build a basis for the leadership style component of the conceptual framework. These two
leadership styles include transactional leadership and transformational leadership.
Bass and Riggio (2006) described a hierarchy of leadership models, with laissezfaire leadership being characterized as sub-optimal, transactional leadership being
characterized as a mid-level or base level of acceptable leadership, and transformational
leadership representing the highest level of the leadership structure and the most effective
leadership process. Laissez-faire leadership is rarely considered within the literature as it
is routinely considered a highly ineffective leadership style. The comparison between
transactional and transformational leadership styles is very common. It should be noted
that direct correlation between leadership styles and successful outcomes of the
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organization were difficult to describe within the research due to varying factors between
organizations.
One study examined the issue within the framework of path-goal theory. Pathgoal theory posits that the most effective means of leadership is the leader specifying a
goal for the organization, clearing the path or detecting and removing obstacles to the
successful completion of that goal (such as lack of appropriate training or organizational
resistance), then allowing followers to find the most effective route to the specified goal
(Vecchio, Justin, & Pearce, 2008). This study was a quantitative study that utilized data
collected from surveys of 179 high school principals and teachers. The results were
examined using a hierarchical regression analysis. It should be noted that the schools in
this study were randomly selected. The surveys given to the principals was not the same
as the surveys provided to the department chair teachers. Another point to bear in mind
was the return rate. The principal response rate was less than half at 45%, and the teacher
response rate even lower at 32%. The findings, as expected, suggested that
transformational leadership styles were often thought to be more effective. However, it
also found that the influence of transactional leadership activities on the situation at hand
played a significant role in assurance of effectiveness as well (Vecchio et al., 2008). As
such, the idea that the two leadership models are not truly independent, but are instead
dependent on each other, can be considered in this context.
Transactional leadership. Transactional leadership can be defined as
A social exchange process where the leader clarifies what the followers
need to do as part of their transaction (successfully complete the task) to
receive a reward or avoidance of punishment (satisfaction of the
follower’s needs) that is contingent on the fulfillment of the transaction
(satisfying the leader’s needs) (van Eeden, Cilliers, & van Deventer, 2008,
p. 255).
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This definition of transactional leadership corresponded to the framework component of
task orientation, as this can be seen to be influenced by the degree of task orientation to
which the leader is prone. In fact, task orientation has been observed to be a defining
characteristic of leaders that used entirely or primarily transactional methods (Bass &
Riggio, 2006). As such, this portion of the conceptual framework was supported by
research. Transactional leadership is often positioned as an operational standard of
leadership or a lower standard of leadership than transformational leadership (Northouse,
2006). However, the empirical evidence suggests that, contrary to transactional
leadership being a lower form of leadership that should be eschewed, it is in fact a form
of leadership that must be integrated into the transformational model as well (Bass, 1985;
Bass, 1995; Northouse, 2006).
In terms of motivational theories, transactional leadership can be said to be
connected to expectancy theory, which posits that a number of conditions exist that allow
individuals to make conscious choices in regard to what will provide them with the most
amount of pleasure (Vroom, 1964). Specifically, it stated that if employees understand
that there is a correlation between task performance and reward and if the reward offered
is sufficient to fulfill a need and is desirable, then employees will fulfill the demands of
the manager (Vroom, 1964). Beliefs involved in this model include valence (a view of the
rewards in terms of the expected outcomes—is the employee being offered a sufficient
reward to motivate them?), expectancy (the employee believes that she can perform the
given task), and instrumentality (the expectation that the manager will follow through on
a promised reward if their demands are met) (Vroom, 1964).
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These beliefs on the part of the employee are essential for ensuring the success of
transactional management, because without their existence the employee will remain
unmotivated to complete the task, regardless of the promised reward. Transactional
management is actually a more subtle leadership technique than might otherwise be
supposed. In order to be successful it is necessary to meet these expectations of the
employee.
The transactional leadership model was first described by Burns (1978), who
characterized leadership as transactional (producing lower-order changes in subordinates
such as behavioral changes) or transformational (producing higher-order changes in
subordinates, such as changes in knowledge, understanding or attitude). Transactional
leadership is often characterized as a management style rather than a leadership style,
because it produces changes in the organization’s processes but may not produce changes
in the organization’s members that are lasting or permanent (Bass, Avolio, & Goodheim,
1987).
However, as Bass et al. (1987) noted and other researchers have borne out, it is
not the case that transactional leadership is a poorer method of leadership, but rather that
the use of transactional leadership is effective for supplementing the effects of
transformational leadership. It is also often characterized as “management by exception”
(van Eeden et al., 2008, p. 255) in which managers attempt to correct the failings of an
organization rather than attempting to improve it or encourage change outright. There
have been a number of leader personality characteristics identified by the habitually
transactional leader (van Eeden et al., 2008). These characteristics include a degree of
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task orientation rather than people orientation and who are strongly driven by the need for
structure, preferring a directive rather than participatory organizational role.
The study by van Eeden et al. (2008) took into consideration the personality traits
of managers exercising different leadership styles and they integrated a personality
profile to compare specific trends in terms of leadership groups. The management team
relied on both transformational and transactional attributes, including those behaviors
associated with an absence of such, meaning passive behaviors. The managers were
evaluated by other staff members utilizing a survey on leadership preferences. The
method of measure was the statistical average of the ratings. In the case of passive
managers by exception, the managers studied displayed placidity or complicity, lack of
involvement, and fluctuation in commitment levels (van Eeden et al., 2008). However, it
should be remembered that the van Eeden et al. (2008) study was conducted with a ten
member management team, thus considered a small-scale study. Because of the size of
the sample, the results may not be fully applicable to all situations in which transactional
leadership may be found.
Although there is not significant evidence that the use of transactional leadership
is harmful across the board in the school setting, there is evidence that suggests if applied
incorrectly it can lead to negative effects in the school. For example, an Australian study
found that the transactional leadership style was associated with higher rates of student
referral due to behavioral problems than was transformational leadership (Quinn, 2003).
The participants of this study were teachers, school administrators, and students from
seven different schools. The study was conducted with surveys and including referral
data from student records. However, it was not clear from this research whether this was
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related to a higher level of organizational stress or because referral of a student
represented a specific measurement criterion on which the teachers were managed. Yet,
there is some evidence of its impact on organizational commitment levels. In a number of
studies, transactional commitment processes were positively correlated to affective
commitment and continuance commitment, though not usually calculative commitment,
which makes sense given that the rewards offered by the transactional leader are typically
financial in nature and can easily be replaced elsewhere (Bass & Riggio, 2006). This
demonstrates that transactional leadership can have a positive effect on the organization
as well as the observed negative effects.
The main characteristic of transactional management is the contingent reward
structure, in which employees are directly rewarded for performing certain specific tasks.
For example, in a factory setting a worker’s annual raise or quarterly bonus may be
dependent on production rates, creating a direct correlation between employee
performance and desired reward (van Eeden et al., 2008). In the school setting, this may
be characterized by incentives for test score improvement or other measurable
characteristics or successful completion of time-limited and specific projects.
Although this approach is effective to a point, care should be taken not to overgeneralize it assuming it covers all possible outcomes. One enforced example at a largescale level in schools is the No Child Left Behind Act, which has enforced testing and
achievement guidelines on school districts which in many cases determine the funding
available to the school (Meier & Wood, 2004). This mandate resulted in leaders
implementing a transactional leadership style as a coping mechanism to deal with the
stress of NCLB. It is an active management-by-exception measure, to address a specific
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school condition of falling test scores. However, it has proven to be ineffective in many
cases due to a wide variety of factors, including insufficient funding, inappropriate
standards, and other problems with the design of the program, resulting in a poorer
educational state for many children and only improving that of a few (Meier & Wood,
2004).
The NCLB program demonstrates many of the negative features of poorly
executed transactional leadership characteristics, including inappropriate identification of
rewards and motivational strategies as well as not ensuring that the appropriate resources
were in place in order for it to be successful (Meier & Wood, 2004). NCLB does not
consider the outside variables that impact the context of how a school’s leadership should
function. This is an example of how a program can negatively impact the style of leaders
driving leaders to employ a leadership style that is lacking in people focus by
concentrating on simply task orientation. As such, this represents the poorest type of
outcome from the transactional leadership style. However, not all outcomes are as
negative, given that the leader appropriately identifies the follower’s needs and engages
them appropriately to account for these needs (Bass & Riggio, 2006). Bass and Riggio
(2006) identified the use of transactional leadership as a base from which
transformational leadership must expand if it is to be maximally effective.
The evidence described in this section illustrates that use of the transactional
leadership model can be seen as an appropriate model within specific guidelines, but
should not be the only leadership model in use within the school environment.
Transactional leadership excels in situations where there are already paths to success
identified through active management by exception, or when the organization is in need
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of immediate and direct guidance (Bass & Riggio, 2006). However, transformational
leadership is required when the goal of leadership is to manage change actively within the
organization or to reduce levels of stress associated with the management of the
organization (Bass & Riggio, 2006).
Transformational leadership. The transactional leadership style defines the
task-oriented characteristic of positive leadership; transformational leadership defines the
people-oriented characteristic posited in the conceptual framework. There are an
exceptionally large number of definitions of transformational leadership within the
literature. The nature of transformational leadership is that it is expected to produce
higher-order changes within the organization and the leader’s followers (Bass & Riggio,
2006). A second definition explicitly states that transformational leaders
. . .motivate others (followers, colleagues, clients and supervisors) to do
more than they originally intended and often even more than they thought
possible. This relates to the leader’s authenticity. They set challenging
expectations and typically motivate and enable others to achieve higher
levels of performance (Avolio & Bass, 1998, p. 394).
Transformational leadership has several characteristics. First, there is the
idealistic influence where followers have faith in the leader and seek to emulate them.
Second, transformational leadership is inspirationally motivating giving follower’s
challenges and understanding of shared objectives. Next, it is intellectually stimulating by
providing opportunities for intellectual growth. Finally, transformational leadership is
individually considerate where leaders lead on an individual level that recognizes the
strengths, weaknesses, and motivations of each individual follower (Avolio & Bass,
1998).
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Personality characteristics that may be associated with the transformational leader
include a high degree of people orientation, use of strategic thinking and innovation
combined with a moral outlook on leadership, resilience, ambition, and motivation (van
Eeden et al., 2008). However, it should be noted that the van Eeden et al. (2008) study
observed that leadership styles were also used in a situational manner. For example, some
nominally transactional leaders used the transformational style only at times, but
transformational leaders routinely used transactional techniques. Because of this trend,
characterization of a given leader as either a transactional or transformational leader
should perhaps be based in personality characteristics or outlook rather than specific
management techniques, if this characterization is deemed appropriate at all.
However, transformational leadership does impact the relationship between
leaders and followers that is not present in the relationship between transactional leaders
and their followers. In particular, organizational commitment levels have been shown to
be higher in respect to affective and normative commitment in groups that are led by
transformational leaders in a number of studies (Bass & Riggio, 2006). Because the
transformative commitment style encourages the loyalty and admiration of followers to
the leader, this loyalty is transformed into loyalty for the organization as well, which
increases the efficiency of the organization. Transformational leadership provides a
personal purpose to achieving the organization’s goals.
Transformational leadership is associated with the development of emotional
intelligence, which is most clearly defined by Goleman, Boyatzis and McKee (2004).
Although Goleman’s description of emotional intelligence is grounded in the corporate
leadership arena, it is applicable across leadership contexts. The emotional intelligence
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concept is based in being able to identify the emotional states of followers and modify
leadership styles in order to most effectively encourage the performance of followers
(Goleman et al., 2004).
One study found a statistically significant predictive relationship between
emotional intelligence and transformational leadership styles (Mandell & Pherwana,
2003). This study was conducted with business managers rather than educational leaders
and the sample size was relatively small, 32 participants. The sample size included 13
males and 19 females with leadership experience ranging from 1 to 40 years. The Multifactor Leadership Questionnaire (MLQ), a 5-point scale based measure that is used to
determine perception of leadership behaviors, was used to determine leadership style and
the Bar-On Emotional Quotient Inventory determined the emotional intelligence. This
study could be replicated with a larger sample and assemble the participants into more
similar groups such as limiting years of experience. The researchers also acknowledge
the limitation of not including other variables such as cultural background and type of
organization (Mandell & Pherwana, 2003). There was no significant difference found in
this relationship between men and women, indicating that this is not a gender-based
difference but is instead a necessary element of transformational leadership style. Yet, the
use of emotional appeal in transformational leadership must be approached with caution,
due to the potential that a transformational leader that overuses appeals to emotion
(described by Cardona as a “pseudo-transformational leader”) may face challenges from
followers that do not believe that the leader is sincere or that they feel manipulated
(Cardona, 2000). This can lead to ethically questionable behavior and overuse of
manipulative behavior by the leader, which will more commonly result in organizational
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harm. This is a concept that can be conceptualized as over-reliance on charisma, or
personal likeability and ability to manipulate emotional responses, supporting the
authenticity of the leader (Blase & Kirby, 2008).
Charismatic leadership, another form of transformational leadership, relies more
on the charisma and personality characteristics of the leader rather than the benefits of the
required change to drive change (Blase & Kirby, 2008). Although this can be effective in
driving the development of a change process, it cannot sustain itself in the long term if it
does not produce appropriate results, and as such is a means of transformational
leadership that should be viewed with skepticism if it is to be used at all. Yukl (1999)
contends that one of the criticisms of both transformational and charismatic leadership is
that they emphasize emotions and values with a narrow focus on dyadic processes of the
two. In contrast, authentic transformational leaders do not manipulate emotions and
morals, but instead emphasize a positive moral and emotional relationship between leader
and follower (Cardona, 2000). Authentic leaders are said to demonstrate specific “core
values” but the problem with this determination is that cultural and ethnic groups hold
varying core values. This creates a special challenge for the transformational leader.
Development of trust in followers is an essential mediating factor in the ability of
transformational leadership to impact the performance of followers (Jung & Avolio,
2000). Value congruence is an important means of developing trust; this is the perception
that leaders share the values and value orientations of their followers. Jung and Avolio
(2000) used an experimental method to examine the moderating effects of trust and value
congruence in the leader in the effectiveness of task performance by followers when
using transactional and transformational leadership methods. In this experiment, 194
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participants were asked to perform a brainstorming task under the leadership of an
individual trained to exhibit either transactional or transformational leadership behaviors.
The experiment used the Multi-factor Leadership Questionnaire (MLQ) in order to assess
the leadership capabilities and trust (Jung & Avolio, 2000). Additional measures intended
to measure trust and objective performance were also added to the questionnaire. These
were compared to the objective results of the experiment in order to determine the
perception of leadership.
Jung and Avolio’s (2000) study found that transformational leadership methods
had considerable effects on the development of trust and value congruence when
compared to transactional leadership (β = 0.51 and β = 0.50, respectively); transactional
leadership had a significant, though not as large, effect on follower’s trust and it had only
a small effect on value congruence (β = 0.14 and β = 0.03, respectively) (Jung & Avolio,
2000). This study demonstrates that the effects of transformational leadership on trust and
value congruence that are posited by theoretical discussions of transformational
leadership may be supported empirically. Although path analysis indicated that while the
effects of transformational leadership on performance were primarily indirect and
mediated through these variables, the effects of transactional leadership were more direct
and not mediated through these variables (Jung & Avolio, 2000).
Thus, even though transformational leadership may produce results in terms of
performance of followers, it cannot be relied upon to be effective without the
development of trust. However, the performance effects of transactional leadership styles
are to some extent independent of the development of trust (Jung & Avolio, 2000). The
authors also remarked that familiarity with the leader, which was one differential
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characteristic in this experimental examination as compared to other examinations of
transformational leadership, was likely to make a difference in the effectiveness of
transformational leadership in changing performance of followers. This suggests that the
transformational leadership model is a long-term model of leadership development rather
than one that is enacted in the short term.
Although transformational leadership is considered highly effective, there are
some potential missteps that can occur that will lessen its effectiveness, which are
comparable to the transactional leadership miscalculation of valence (or appropriate
reward). One challenge in transformational leadership is ensuring that the vision and
direction activities involved in encouraging change are supported by appropriate levels of
task orientation: It is not simply enough to be a visionary leader, the transformational
leader must also ensure that there are standards for actually getting things done within the
organization (Bass & Riggio, 2006). Another challenge is limiting the use of contingent
reward within the organization (Vecchio, Justin, & Pearce, 2008). Contingent reward, or
rewarding followers in a transactional manner for completing specific tasks in a timely
manner, can be used in a limited fashion in order to effectively drive specific changes.
However, these contingent rewards also run a risk of reducing the overall commitment to
the leader, by changing the context from a transformational structure (focused on
intellectual challenge and inspiration) to a transactional structure (based on immediate
reward) (Vecchio et al., 2008). Because of this, a leader that is engaged in
transformational change should limit the strict use of contingent rewards.
The lack of insufficient specification of situational variables presents another
challenge to transformational leadership (Yukl, 1999). In other situations, a more
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transactional style is demanded. Particularly in an emergency, there are some situations in
which followers need direct action to be demanded rather than using the path-goal
technique of clearing obstacles and allowing them to find their own way (Bass & Riggio,
2006). This management style is the essence of active management-by-exception, and
can be used to a positive effect in certain circumstances. Yet, the transformational leader
must be careful not to overuse this directional strategy, because it has a high potential for
backfiring and reducing the effectiveness of transformational leadership in the same way
that overuse of contingent reward can.
A final challenge is that the transformational leader must be clear regarding the
ultimate vision of the organization and must be direct in specifying the steps required to
achieve this vision (Bass & Riggio, 2006). Excessive vagueness can lead to followers
being confused and frustrated at the lack of a clear indication of the direction of the
organization rather than having an inspired understanding of the required direction (Bass
& Riggio, 2006).
Organizational resistance can also pose a considerable threat to the effectiveness
of the transformational leadership effort, regardless of the leader’s skills or use of specific
techniques, if it is not enacted from the appropriate level of the organization. One study
of two science teaching reform efforts in different schools demonstrated that
organizational resistance posed a considerable challenge to this reform (Vesilind & Jones,
1998). This study focused on the role of teachers as agents of change, rather than change
as driven from the top level of management. Two elementary teachers and their schools
were randomly selected from 12 schools participating in a statewide reform project. The
researchers conducted interviews and observations and collected field notes and
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documents. The researchers participated in a variety of school events such as Family
Science Night and staff development workshops. An inductive analysis was used to
identify themes and recurring patterns. These teachers encountered challenges in driving
change because they were perceived as equals to those within the organization they were
trying to change (an egalitarian stance) (Vesilind & Jones, 1998). Because of this lack of
status differential, individual teachers were not able to enact change within the
organization. This study was significantly small and though the participants were
randomly selected, they were randomly selected out of an identified group of schools
participating in a statewide reform project. This presents some selection bias.
This supports why transformational change may be more supported and effective
if it is enacted from the top levels of the educational organization. Without the change
emitting from this level, it may be the case that the change will not be accompanied by
sufficient authority to enact the change (Vesilind & Jones, 1998). This also demonstrates
why development of instructional leadership is important for enacting effective change.
Departmental leaders, considered to be middle management of the organization, may face
similar challenges in enacting effective change (Busher & Harris, 1999).
Although departmental leaders may have fewer challenges in terms of egalitarian
status and the development of organizational power, there are still tensions felt by the
departmental leader in terms of balancing their organizational position and allowing for
the development of appropriate authority to enact organizational change (Busher &
Harris, 1999). One particular issue was that of social cohesion. Because the departmental
head is often chosen from within the department, there is a social and cultural context that
the leader experiences before their promotion to leadership status that continues to impact
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their ability to lead (Busher & Harris, 1999). These studies show that the ability to use
transformational leadership is based not only in specific skills and qualities of the leader,
but also their position within the social context of the organization and the organizational
culture as a whole. They supported the conceptual framework, suggesting leadership
styles are affected by specific situations and factors.
There have been a number of studies that have affirmed the usefulness of the
transformational leadership style in the educational organization, as well as exploring the
challenge of the leadership style. One in-depth empirical study explored the impact of
specific leadership style types on student outcomes by conducting a meta-analysis of
existing research on the topic (Robinson et al., 2008). The first meta-analysis included 22
of 27 published studies that explored the relationship between leadership and student
outcomes. The second meta-analysis involved twelve studies and compared the effects of
five dimensions, including establishing goals or expectations, strategic resourcing,
planning and coordination, participation in teacher learning, and ensuring an orderly
environment were explored. Strong average effects for the leadership dimension were
found (Robinson et al., 2008). The determination was that transformational leadership
was strongly effective in improving student-learning outcomes if the transformational or
visioning aspect of the leader was focused on teaching and learning rather than on other
external processes (Robinson et al., 2008).
This demonstrates the point that the focus on teaching and learning by the
transformational leader must remain strong if the leadership practice is to be effective.
The balance between task-orientation and people-focus contribute to academic
achievement. There are a number of leadership activities or goals that have been
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identified as transformational activities that occur in schools, including personal
development (modeling of values and practices, individual support, and intellectual
training); organizational or cultural activities; community relationship building; and
vision building and expectation development (Leithwood, Jantzi, & Steinback, 1999).
These activities are combined with transactional activities such as management of
curriculum requirements and classroom management to create a whole-school
management style that addresses operational and visionary requirements.
Another recent study examined the use of transformational leadership concerning
campus diversity agendas (Kezar & Eckel, 2008). Diversity is one of the main causes of
organizational change. At this time, it is rapidly increasing as globalization and
increasing social acceptance of dissimilarity drive outward expressions of social
difference (Quinn, 2003). The Kezar and Eckel (2008) study examined the use of
transformational and transactional leadership styles and their effects on diversity
campaigns. The study used a qualitative method of interviews with 27 college presidents.
The participants were selected based on having a high level of expertise and experience.
An important factor in this study was that it focused on the president’s leadership, not the
organizations as a whole. The absence of case studies of the organizations limits the
richness and depth of the study (Kezar & Eckel, 2008). The conclusion was that
transactional leadership was effective in some situations, but that others required the use
of transformational leadership styles (Kezar & Eckel, 2008). The authors based their
conclusions on the answers to the interview questions relating leadership style to
leadership approach. The emphasis was on successful, experienced campus
administrators without regard to the organization itself. In particular, the authors found

41

that the use of transformational and transactional leadership styles were both effective
when used in the correct context and to the correct audience, which is an essential point
in the choice of leadership style within the organization that should be considered to be
part of the original conceptual framework.
The community involvement aspect of school transformational leadership is one
area that differs from general business practice, and which is not fully reflected in other
management literature. One study of three urban elementary school principals found that
this involvement is commonly used in transformational leadership practices (Giles,
2006). This case study found that all principals in the schools that were studied used
parent and community involvement as part of their vision setting process. Though this
study is considered a small-scale study with only three participants, the parent and
community involvement issue was clearly recognized as an important organizational
goal. Other limitations of the study are that it involved elementary schools serving highpoverty communities and all three principals were female African-American. The
researchers emphasize their data is intended to be descriptive and informative and may
not be appropriate across other contexts (Giles, 2006).
However, one principal within the Giles study used the parent involvement aspect
of her transformational leadership activities not only as a means of community
involvement, but also as a strategic resource acquisition plan. For example, she
encouraged students to participate in school governance, curriculum design, learning
development, and other essential activities, thus incorporating and drawing in the parents
to the school’s vision (Giles, 2006). This may be successful in the school environment
that requires a certain level of parent participation and includes school wide goals that
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involve the community partnerships. Parent and community involvement is one of the
major success factors in many schools, as schools do not typically have the internal
resources to cope with all the challenges involved in the management of education
(Whitaker, 2003).
There is also the fact that the mission of a school is qualitatively and
quantitatively different from a commercial service or production organization, and
community involvement is essential for its success. However, as Giles (2006) noted, the
business-oriented literature of transformational leadership does not account for these
possibilities because community involvement in this context is considered optional,
rather than essential, as it is in the school. As such, community and parent involvement in
strategic goal setting can be considered an aspect of transformational leadership that is
unique to school leaders or at least encountered in only a limited number of
circumstances outside the school environment. It may be present in some charity and
non-profit contexts as well due to similar dependence on community support.
Communities have always played important roles in students’ intellectual
development (Nettles, 1991). The link between community involvement and student
outcome is an indirect connection (Mulford & Silins, 2003). The important intervening
variable between leadership, teacher work, and student outcomes is the impact of teacher
efficacy (Mulford & Silins, 2003). According to Mulford and Silins (2003), leadership
contributes to organizational learning which in turn influences the student learning and
outcomes. Community and parent involvement demonstrates that leadership in the school
context may vary from the existing literature, which has largely been conducted in the
military or business context. This provides a warning that it is necessary to stay alert for
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substantive differences in the structure of schools and other organizations in order to
detect any potential challenges or differences.
An extension of the transformational leadership style is that of the transcendental
leader (Cardona, 2000). Cardona (2000) described the transcendental leader as
“leadership defined by a contribution-based exchange relationship. In this relationship,
the leader promotes unity by providing fair extrinsic rewards, appealing to the intrinsic
motivation of the collaborators, and developing their transcendent motivation” (p. 204).
In other words, the transcendental leadership style combines the intrinsic motivation of
transformational leadership with the extrinsic rewards of the transactional leadership
style, which is the combination of task-orientation and people -orientation that is
conceptualized as this study’s framework. The difference is that the transcendental leader
focuses on the motivations and needs of his or her followers, not using these motivations
as a means of fulfilling organizational needs, but instead as an end to themselves
(Cardona, 2000).
An example of this type of transcendental leadership is encouraging a follower to
engage in a professional development program, even if this would move the follower into
a professional structure for which there is no correlation within the existing organization.
In this case, the organization will not directly benefit from this process, and may in fact
be harmed if the employee decides to leave to pursue the application of their new skills,
However, the transcendental leader’s placement of the needs of followers over the direct
benefit to the organization requires that this type of personal development take place
(Cardona, 2000). Obviously, many school leaders will be limited in their ability to
perform transcendental leadership due to lack of control over organizational resources
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and resource limitations, as well as the need to place the needs of students in top
organizational priority. However, a focus on transcendental behaviors that encourage
development of skills in followers is an effective means of development of individual
relationships and should be considered.
Other authors have also indicated that transcendental leadership style represents a
strong integration of transformational and transactional leadership and that it can be
effective in the school environment (Sanders, Hopkins, & Geroy, 2003). This indicates
that it can be a good choice for the development of school leadership models that
integrates the best characteristics of transformational and transactional leadership.
However, it should be recalled that transformational leadership is usually performed in
addition to transactional leadership, and as such, this is one case in which transcendental
leadership may already be in use without recognition.
In general, transformational leadership is considered a superior style of leadership
to the transactional leadership style, because it is more likely to lead to long-term
organizational growth and innovation, reduces organizational stresses, and may improve
the organizational commitment of the leaders (Bass & Riggio, 2006). It should not be
considered an entirely different leadership style because it, in fact, builds on the
transactional style. Considerable evidence has demonstrated that the successful and
insightful choice of transactional or transformational techniques is required in order to
drive true organizational development. The two techniques do not represent mutually
exclusive features, but instead represent specific features that can be used effectively in
specific situations in order to advance the organization’s current structure and position in
the most effective means at the time.
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Instructional leadership. A sub-type of school leadership that has been explored
considerably within the literature is that of instructional leadership, or the role of school
leaders in developing instructional programs and curricula and actually engaging in
instruction within the schools (Murphy, 1988). Instructional leadership is one of the three
modes of school leadership that are said to improve school leadership capabilities. As in
the case of other types of leadership, there were initially problems with definition and
measurement of instructional leadership, with Murphy (1988) noting that the existing
studies at the time had considerable problems with validity and the ability to generalize
the findings, as well as having no clear definition of the practice of instructional
leadership. It is Murphy’s belief that in particular, the definition of instructional
leadership began as a task list of instructional duties rather than an analysis of critical
leadership competencies (Murphy, 1988). The type of tasks included within the initial
literature on the subject included such tasks as planning and budgeting and assigning
students to classes in addition to policy formulation (Murphy, 1988).
Further development of the concept of instructional leadership has taken place
since that time, including more concrete and formalized definitions of the concept of
instructional leadership. One such definition is “[to] build data-driven practice
communities that hold all individuals accountable for student learning and instructional
improvement. . .by managing time and financial resources to build teacher professional
skills and knowledge” (Mazzeo, 2003, p. 2). This definition provides focus for the
concept of instructional leadership by specifying precisely what is expected of the
instructional leader; this can be correlated to the role of the transformational leader in
developing the skills and stimulating intellectual curiosity in followers. It should be noted

46

that instructional leadership is not a leadership style as much as a leadership paradigm
that spells out the explicit responsibilities and task requirements of the educational leader
(Southworth, 2002).
The clearest definition of instructional leadership that has emerged to date is
“defining the school’s mission, managing the promotional program, and promoting a
positive school-learning climate” (Hallinger, 2003, p. 332). These three dimensions of
leadership are further defined as ten specific functions, including framing goals and
communicating goals (related to defining the school’s mission); supervision and
evaluation of instruction, coordination of curriculum, and student progress monitoring
(related to management of the instructional program); protection of instructional time,
promotion of professional development, incentivizing teaching and learning, and
maintaining high visibility (related to the positive school learning environment)
(Hallinger, 2003). As can be seen, these tasks do not directly address themselves to either
transformational or transactional leadership models, but are instead a mixture of
transactional and transformational methods. For example, setting and communicating
goals is related to the visioning component of transformational leadership, however
incentivizing teaching and learning can be considered to be a transactional leadership
technique. Thus, the instructional leadership model can be said to be a task-based
composite model rather than a separate model of leadership.
Further definitions have merged instructional and transformational leadership in
order to produce a single model of leadership that encompasses both the administrative
leadership tasks of instructional leadership and the transformational efforts of
transformational leadership (Marks & Printy, 2003). The study by Marks and Printy
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(2003) found that transformational leadership was a necessary element to effective
instructional leadership, it was also necessary to combine it with shared instructional
leadership, in which effective teachers are empowered to lead and develop means of
instruction in addition to the leadership of the principal, in order to be effective. Their
hypothesis of integrated leadership held that “the efficacious principal works
simultaneously at transformational and instructional tasks. . . Whereas these leadership
dimensions are analytically distinct, they may cohere in practice in an integrated model of
leadership” (Marks & Printy, 2003, p. 377).
This was examined using a sample of 24 primary and secondary schools, using
hierarchical linear modeling (HLM) to explore connections between leadership behaviors
and the resulting outcomes in terms of pedagogical quality and school achievement. The
study included equal number of elementary, middle, and high schools from 16 states in
22 school districts. The research design combined quantitative and qualitative
instruments. The response rate of the surveys was over 80% with 95% of the items
completed. The integrated schools, in which both principals and teachers displayed both
instructional and transformational leadership skills, performed higher on both
pedagogical quality measures and authentic achievement measures, indicating that the
integration of transformational and instructional leadership was required for the
development of school achievement (Marks & Printy, 2003). It should be noted that this
study included a unique sample of schools, all of which were in the process of
restructuring. Because of this, the authors view their findings as only suggestive in posing
a pattern. To add generalizability, there is a need for more studies of randomly selected
school across the country (Marks & Printy, 2003).
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Thus, this may be seen to be an ideal mode of leadership development within
schools compared to use of a single leadership model. This has become more important
because the role of the school administrator has become increasingly complex with not
only administrative leadership, but also toward operational management in recent years
(Moore, George, & Halpin, 2002). This changing role of the school administrator leads to
increased demands for not only effective leadership, but also effective management
skills. This supports the conceptual framework that effective leadership requires the
ability to incorporate a mixture leadership styles.
One recent model of instructional leadership is the Participatory School
Administration, Leadership and Management (PSALM) model (San Antonio & Gamage,
2007). In this model, stakeholders participate in the development of school leadership in
order to develop community trust and connections between stakeholders. San Antonio
and Gamage’s (2007) model was tested using an action research model in which the
program was implemented for one year within experimental school districts. The study
was based on data collected from surveys and interviews. It included 74 schools and 735
willing participants. One factor to keep in mind that may have affected the results is that
the participants volunteered to partake in this experiment and outcomes were selfreported. The study included only schools from rural areas. The results of this
experimental work demonstrated that student academic achievement was not significantly
affected by this leadership model, but that the model did result in increased trust between
stakeholder participant groups (San Antonio & Gamage, 2007).
The main perception of effectiveness within the PSALM model consisted of
satisfaction with the committee structure, information sharing, and power and authority
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of the advisory school council (ASC) committee (San Antonio & Gamage, 2007). This
shows that although the leadership model did not have significant effects on the student
outcomes in terms of effectiveness of learning, it did increase the effectiveness of the
communication between community members and the school leadership, indicating that
this is an effective model of increasing participation in schools even in cases where it
does not improve school achievement levels.
Contextual leadership. Choice of leadership style is often somewhat situational,
but there are also differences in organizational situations and epistemological beliefs that
may impact the choice of transactional leadership and task orientation or transformational
leadership and relationship or people orientation (Varaki, 2003). Varaki’s study was
conducted to identify the differences in principal’s personal beliefs and the impact of
these differences on leadership style described as task-oriented or relationship-oriented.
Varaki’s study employed a survey research design utilizing Schommer’s questionnaire of
epistemological beliefs with 63 items (Varaki, 2003). There were 96 participants, all
primary and secondary school principals. The study found that specific epistemological
belief in “simple, certain, innate and quick” (or SCIQ) knowledge of the type commonly
identified in elementary school learning practices, was related to stronger use of taskoriented leadership styles and transactional leadership. In addition, those individuals
without a strong belief in this epistemological perception of knowledge were correlated
with a stronger use of relationship styles (Varaki, 2003). Of these beliefs, simple
knowledge explained 0.65 of variance in leadership style, which was the strongest
epistemological belief identified (Varaki, 2003). Because there was no information on
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how the participants were selected or how many were at the primary level and the
secondary level, it is difficult to determine the validity and generalizability of this study.
This study also showed that the leaders of primary and secondary schools have
different epistemological approaches that impact the use of leadership styles as well; with
secondary principals preferring relationship-based transformational leadership styles and
primary principals preferring task-oriented, transactional leadership styles (Varaki, 2003).
These differences demonstrate that the use of leadership styles is not necessarily simply a
personal choice, but is dependent on a wide range of factors. Therefore, leadership styles
such as transactional and transformational should be conceptualized as potential choices
that will be chosen contextually rather than mutually exclusive ingrained elements of
choice.
There are other determinants of the choice of leadership styles as well. For
example, frequent policy and institutional and regulatory requirement changes within the
American educational system in recent years have required considerable amounts of
organizational change within the school (Tyack & Cuban, 1995). The most recent
systemic change in American education as a whole, the No Child Left Behind Act, has
required substantial changes in most schools, including curriculum changes, instructional
styles, and assessment methods as well as rearrangement of priorities (Meier & Wood,
2004). These changes have required a dramatic amount of organizational change within
the schools and could be construed as an environmental factor that has required the use of
transactional leadership rather than transformational leadership.
Bearing in mind environmental forces play a considerable role in the choice of
leadership styles and strategies, there are also personal factors involved in this choice as
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well. Kise and Russell (2007) identified a method through which personality analysis
could be used by school leaders in order to identify appropriate methods of school
leadership that suited both their environmental and situational needs and their emotional
characteristics. This model uses personality type theory as quantified by the MyersBriggs Type Indicator (MBTI) instrument to determine what appropriate choices of
leadership styles and methods would be appropriate for individual leaders (Kise &
Russell, 2007). The MBTI instrument identifies four axes of personality orientation,
including Extroversion/Introversion, Sensing/Intuition, Thinking/Feeling, and
Judging/Perceiving, in order to identify personality characteristics (Kise & Russell,
2007). Kise and Russell extend this framework to identify techniques and strategies that
the school leader will be comfortable using. However, this pragmatic approach to
leadership does not take into account certain organizational realities that have been
identified. For example, some situations do demand the use of one method of leadership
or another, regardless of what the individual leader’s personal preference should be. For
that reason, Kise and Russell’s method of identifying effective leadership modes is
useful, but may not be appropriate for all situations.
The leadership paradigms of task-orientation and people-focused provide a path
and framework to examine how the leadership of school principals impact student
achievement. This conceptual framework ties into the contingency and situational
leadership theories. The contingency theory evokes the belief that leadership style is
chosen dependent on particular internal and external circumstances. Similarly, situational
theory deems that the style of leadership is selected based on a given expectation.
However, situational theory posits that no leadership style excels over another. In other

52

words, the transactional leadership is not better or worse than transformational leadership
but it is a matter of when either is deemed most appropriate. Both offer effective ways of
managing organizations. Task orientation concentrates on the immediate task at hand
whereas people focused relies on provoking long-term improvement from within the
organization. Part of instilling an internal motivation to meet organizational goals
involves some existence of instructional leadership and contextual leadership. These are
integrated in both transactional and transformational leadership styles. Both are
dependent on the immediate task or goal and are affected by outside situational factors.
Two major considerations are high-stakes testing and accountability which provide a
need to further explore the role principals have on student achievement.
Leadership Effects on Student Achievement
As there are a number of different leadership styles that have been identified by
the literature, so too are there a number of (sometimes conflicting) definitions of student
achievement, which are based either on achievement of individual students or on the
school as a whole. The factors that promote the achievement of an individual student may
differ from those that promote the achievement of the school as a whole. This section
examined a definition of school achievement that can be used to quantify its achievement,
then the issues involved in moderating or modifying these achievement levels. These
moderating or modifying variables include socioeconomic status of the school as a whole
(which can dramatically impact student achievement), gender and ethnicity of the school
leader in relationship to the students within the school, and other identified characteristics
of the leader or the school that may impact student achievement.
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Student achievement has been defined in a number of different ways depending
on the specific purpose of the researcher and the organizational environment in which
this takes place. The working definition of student achievement that will be used for this
study has been constructed from a number of different sources, each of which provided a
similar view of the issue of student achievement. This definition will encompass the
standardized examination of student achievement of set goals, attainment age, and grade
appropriate skills and knowledge, as indicated by a variety of factors including
standardized tests, grades, and other assessments (Andrews & Soder, 1987; Daggett,
2000; Cotton, 2003). This definition is intended to portray the essential characteristics of
student achievement. Student achievement is thus measurable, defined, and possible to
measure this achievement in a consistent manner from student to student that allows for
both the direct comparison of individual students and the construction of an aggregate
measure of student achievement across a school, district, or other student grouping.
Student achievement can be considered at either the individual level or at the
school-wide level; the literature has addressed both of these types of student
achievement. Waters and his colleagues (2003) conducted a large-scale meta-analysis
that examined the results of 30 years of research on educational leadership, including 70
studies that examined the connection between leadership characteristics and student
achievement in a quantitative manner (Waters, Marzano, & McNulty, 2003). This study
found an average effect size of the correlation between leadership and student
achievement of 0.25, relatively small when compared to Cohen’s benchmarks for d. Yet
the authors explain that this effect size demonstrates a substantial relationship between
leadership and student achievement. For example, one standard deviation improvement in
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leadership practices is associated with an increase of 10 percentile points in student
achievement (Waters et al., 2003). They also identified 21 specific goals and behaviors of
the leader that impacted the level of student achievement within the school. Table 1
demonstrates the 21 specific behaviors as well as the average r values and 95%
confidence intervals for these behaviors that the researchers found.
As can be seen, the identified behaviors and characteristics within these studies
consist of a mixture of transactional practices (such as the use of contingent reward),
instructional practices (including discipline and curriculum design) and transformational
behaviors (communicating beliefs and focusing goals) (Waters et al., 2003). Waters et al.
(2003) also pointed out that these effects could be positive or negative, rather than being
an unmitigated positive factor. For example, lack of flexibility could negatively impact
student achievement in the same way that flexibility positively influences it. Thus, this
effect should be considered a two-way effect, and as can be seen by the high average
effects sizes, these characteristics have the potential to impact student leadership
negatively. Many of these factors were also identified by Blase and Kirby (2008), who
identified a total of nine specific practices on the part of principals that led to increased
student achievement within the school.
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Table 1: Principal Leadership Responsibilities
Responsibility

Average r-value

Situational awareness of the school’s culture and issues

.33

95% Confidence
Interval
.11-.37

Providing intellectual stimulation

.32

.22-.42

Input (Encouraging involvement of teachers in decisions
and policies)
Acting as a change agent

.30

.10-.35

.30

.22-.38

Culture (fostering shared beliefs and community)
Outreach (advocating and acting as a spokesperson for the
school)
Monitoring and evaluating school practices

.29
.28

.23-.37
.19-.35

.28

.23-.34

Order (establishing procedures and routines)
Resources (providing appropriate materials and
professional development)
Affirmation (recognizing accomplishments and
acknowledging failure)
Communicating and operating strong ideals and beliefs

.26
.26

.17-.35
.18-.34

.25

.13-.35

.25

.17-.33

Discipline (reducing influence of factors that distract from
teaching and learning)
Focus (Establishing and moving toward goals)
Knowledge of curriculum and instructional assessment
Communication between teachers and students
Flexibility

.24

.14-.33

.24
.24
.23
.22

.18-.29
.13-.35
.10-.35
.05-.37

Optimizer (inspiring and leading innovations)

.20

.11-.29

Relationship (awareness of interpersonal relationships and
emotional intelligence)
Visibility (contact and interaction with teachers and
students)
Curriculum, instruction and assessment design and
implementation
Contingent rewards

.19

.10-.24

.16

.06-.25

.15

.08-.24

.15

.05-.24

(Adapted from Waters, Marzano, & McNulty, 2003)

The definition and interpretation of student achievement is likely to be a challenge
for the school principal as well as a challenge within this study in terms of identifying
appropriate measures of student achievement (Lovely, 2006). As Lovely pointed out,
there is often an excessive amount of data available for the leader that can be identified as
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potential indicators of student achievement. These measures can include grades,
standardized test scores, dropout rates, adoption of intensive curricular choices, or any
number of other potential data points that can be used to provide a view of student
achievement at either the organizational or individual level (Meier, 2003). However,
choosing measurements that can provide a view of student achievement that is both
consistent across students and which is likely to provide the depth of information
required for the analysis can prove to be a difficult task (Lovely, 2006).
In this study, the choice of standardized test scores may be the most appropriate
(though not necessarily the most comprehensive) means of determination of student
achievement for this study (Meier & Wood, 2004). The No Child Left Behind Act has
had a significant impact on school curriculum development and structure, and has had
negative effects including increasing organizational pressure on teachers to deliver test
results. However, it has also introduced the commonplace use of standardized testing
methods to measure student achievement at both the individual and the school level.
These tests can be used to provide a view of student achievement that is consistent across
schools, which will improve the capability of the researcher to analyze the data. This
should not be considered a sufficient or complete method of analysis of student
achievement within the school environment itself, as it provides a very one-dimensional
view of achievement that provides only a snapshot of achievement and does not take into
account forward progress or other achievements (Meier & Wood, 2004). Meier and
Wood (2004) make these points based on their conceptual work and observation, thus
represent their opinion. In order to analyze student achievement, a process to develop
student achievement must be achieved.
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Development of Human Capital
The development of student achievement is in effect the development of human
capital, and as such can be considered within this context. Human capital, a concept
proposed by Becker (1964) describes the development of skills and abilities through
education and experience, in order to prepare individuals to engage in the labor force.
The development of human capital can take place in many ways, including on the job
training, professional development, schooling, or self-guided learning (Becker, 1964).
Becker’s model of human capital found the educational process to be one of the most
important portions of this development, and without effective education, as he noted, this
development was not possible (Becker, 1964). Becker’s model of human capital
postulates that in order to effectively develop skills and abilities, effective leadership is
required. In essence, in order for a school to be effective in ensuring student achievement
it is required that the school leadership should be effective.
Human capital is one of a group of theories that describe social relationships as
constructed on the basis of a number of different types of capital, including social capital
(relationships and trust), cultural capital (the interaction of individuals with others in a
culturally appropriate way), and economic capital (money and resources) (Spillane,
T.Hallett, & Diamond, 2003). These theories define capital as “resources that are
acquired, accumulated, and are of value in certain solutions or, to use the lingo of
economists, are of worth in particular markets” (Spillane et al., 2003, p. 3). In other
words, forms of capital such as human capital and cultural capital allow individuals to
enact changes based on their specific attributes, relationships, and other characteristics
that have been accumulated over time.
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This principle means that the development of human capital is essential for
allowing children to reach their full potential, and is likely to be required in terms of
determination of the overall effectiveness of leadership. Effective development of human
capital in students (i.e. assurance that students can achieve effective learning and
effective skills acquisition) requires that issues of student diversity are acknowledged and
effectively integrated within the organization (Slattery, 2006). Slattery’s (2006) view that
it is not possible to effectively educate students that have differences, without
acknowledging these differences, requires the use of a holistic view of curriculum
development and achievement models that encourage the use of flexibility and awareness
of organizational issues. In fact, Slattery posits that not only is it important to address
these issues in the organizational culture, but also to directly address these issues in the
development of curricula to ensure that children are encouraged in learning these lessons
as well.
Human capital represents, according to one study, the social construction of
leaders (identification of informal leaders) in relation to forms of capital including
human, cultural, social, and economic capital (Spillane et al., 2003). However, this study
also demonstrated that this was considerably more important when constructing teacher
leaders rather than administrative leaders, indicating that it may not be as important for
school principalship. This study used interviews of teachers in order to examine
instructional leadership techniques and practices by established leaders within the school
context. It was combined with classroom observations of many of the respondents. The
study found that human capital was one of the most important referential construction
points of leadership when teachers discussed other teachers, but was not as important
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when administrative leaders were constructed in the same fashion (Spillane et al., 2003).
The study focused on eight elementary schools and 84 participants in Chicago. The
selection of schools was not random. All schools were high-poverty urban schools, seven
with predominantly African American students, three with predominantly Hispanic
students, and three that were mixed. Because of the specific sampling of this study, one
source of bias is socioeconomic status and ethnicity. Although 45% of respondents of this
study mentioned the intellect, skills or knowledge of teacher-leaders, only 21.4% of
respondents mentioned the same issues about administrative leaders (Spillane et al.,
2003). These results indicate that though considerable resources are spent trying to
provide higher levels of expertise to those in administrative positions, it is also necessary
to consider the relationship of human capital and the instructional leader, the teacher. In
other words, the relationship between student and teacher is important and the
expenditure of resources in this area should not be ignored. This should not be taken to
mean that the development of human capital for administrators is less important, but only
that the leadership qualities and attributes sought out from teacher-leaders and
administrative leaders may be substantially different.
Moderating Variables Impacting Leadership and Student Performance
There have been a number of factors in the school environment that have been
identified that may have a relationship between both school leadership and school
performance (either at the individual student level or at the aggregate school level).
Demographic factors that may correlate school leadership and student achievement
include school socioeconomic status, principal gender, and racial and ethnic differences.
Multiple factors impact the effectiveness of chosen leadership styles within an
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educational organization. This section explored these factors and discussed their potential
relationship on the leadership activities and student performance.
School socioeconomic status (SES). The effectiveness of school leadership can
be dramatically affected by the socioeconomic conditions of a given school. These
socioeconomic conditions also have the potential to dramatically impact the student
achievement as a whole. It should be noted that these differences have not been found
consistently within the literature. This discrepancy may stem from a difference in
expectations and behaviors of the principal. According to one study, “principals in
communities with a lower socioeconomic status tended to be both controlling and
coordinating in their administrative styles, whereas principals in communities with a
higher socioeconomic status relied on more coordination” (Hausman, Crow, & Sperry,
2000, p. 6). Other differences caused by variations in socioeconomic status can include
incidences of social problems (like drug abuse and violence) as well as differences in
social services within the community and differences in influences external to the school
like budgetary pressures (Hausman et al., 2000). Thus, this can be seen to be a major
factor in the leadership effectiveness within the school.
School demographics are also a major factor in student achievement. For
example, high levels of Aid to Families with Dependent Children recipients within a
school’s student population are correlated with higher levels of dropout rates in the
school (Fetler, 1989). However, student achievement rates within the schools studied also
moderated against the dropout rate, indicating that there may be a tension of sorts
between socioeconomic status and academic achievement.
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There are a number of variations and inconsistencies within the literature in terms
of socioeconomic effects on school achievement. One interesting finding within the
literature is that class size, which is commonly correlated to the socioeconomic status of
the school (with poorer schools typically having larger class sizes than schools with more
financial resources) is not necessarily correlated to educational achievement (Hoxby,
2000). Hoxby’s (2000) examination of 649 elementary schools demonstrated that class
size was not a statistically significant determinant of student achievement when measured
by test scores (standardized using the natural log of class size in order to standardize test
score standard deviations). Thus, the determination of student achievement was
performed not using individual tests, but by re-examination of test scores used to
determine achievement in other areas such as for assessment testing. Her study used a
number of different statistical methods to attempt to detect a correlation between class
size and student achievement when taking into account what the author termed
idiosyncratic factors, such as variation in student ability. However, the researcher was
unable to detect a statistically significant variation in student achievement that could be
attributed to class size (Hoxby, 2000). This finding indicates that not all aspects of
socioeconomic status may impact student achievement.
Socioeconomic status between students within a given school can make a
difference in student achievement as well as differences between schools making a
difference in overall student achievement. A case-control study of 7,931 high school
students conducted using a longitudinal survey and tests in mathematics and reading
examined the effects of curricular intensity, defined as pursuing advanced classes, AP
classes, and other college-based classes, in terms of socioeconomic status. The study was
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limited to those students who graduated 12th grade. This study found that the choice of
curricular intensity was based on socioeconomic factors that varied between students
within schools rather than between schools in general (Attewell & Domina, 2008). This
difference implies that the challenges involved in socioeconomic status and student
achievement may be based on individual student socioeconomic factors as well as the
socioeconomic status of the school as a whole. Thus, the individual awareness of student
achievement should be considered as one of the issues involved in leadership issues
within the school. The results of this study also indicated that there are statistically
significant disparities in the availability of advanced coursework and that this difference
has to do with socioeconomic status of the student rather than prior individual academic
performance (Attewell & Domina, 2008). The curricula inequality was a limitation to this
study because the researchers analyzed curricular differences based on the course title,
not the content. The content of specific courses often varies among teachers and across
schools (Attewell & Domina, 2008).
Leader gender. There is substantial evidence indicating that there are differences
expressed in leadership styles between male and female leaders. Many studies also exist
relating to masculine and feminine approaches to leadership. However, the focus in this
section is simply the gender of the leader, not specific to whether the leadership style is
regarded as masculine or feminine. The effects of gender in the leadership role have been
studied extensively. It is a complex issue to study because the differences in gender and
leadership effectiveness depend, at least somewhat, on the ways in which leadership was
defined within the study itself.
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One meta-analysis demonstrated that the effectiveness of leaders as separated by
gender within previously conducted studies varied widely depending on how leadership
roles were defined (Eagly, Karau, & Makhijani, 1995). Although the measures of central
tendency showed no overall gender difference, the study found women were more
effective in leadership roles that were defined as more feminine characteristics and men
were more effective in masculine leadership roles (Eagly et al., 1995). These findings
varied depending on whether a social role or a structural perspective, as well as genderrole spillover and differential theories were applied (Eagly et al., 1995). The social role
perspective describes the view of the leader as being influenced by the social
characteristics of the leader whereas a structural perspective claims the role of a leader
defines the view of the leader in terms of effectiveness (Eagly et al., 1995). The authors
classify gender-role spillover theory as assuming that the gender of the individual holding
the role will affect the view of the leadership role (Eagly et al., 1995). In contrast, the
differential theories are described by a social determination of the leadership role that
drives the selection of men or women for specific leadership roles (Eagly et al., 1995).
The wide range of conceptualizations of leadership used within the literature that Eagly et
al. (1995) examined means that it is difficult to even determine what the effects of gender
on leadership and school performance are due to the variations in definition and
observation of leadership that encompass certain assumptions of leadership.
Finding differences in leadership methods between men and women has been the
subject of multiple studies. A meta-analysis conducted to compare the leadership styles
of men and women found evidence that there was a presence and absence of differences
between male and female leaders (Eagly & Johnson, 1990). Criteria for the inclusion of
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studies in this research included at least one measure that evaluated task and interpersonal
oriented leadership styles. The studies included at least ten participants equally divided
between male and female, and the results had to be sufficient to calculate the effect size
of the gender of the participant. The results of leadership studies found that
organizational studies did not find a difference between women and men in terms of
leading either interpersonally or in a task-oriented manner (Eagly & Johnson, 1990). In
contrast, laboratory experiments and assessment studies found that these leadership
methods were used in accordance with stereotypic expectations. Still, because these types
of studies did not examine actual organizational contexts but instead constructed
leadership models, there is some question as to whether the leaders within the studies
were acting as they ordinarily would in a leadership role or whether this represented
stereotypic or idealized gender leadership characteristics (Eagly & Johnson, 1990).
A second meta-analysis of 45 studies examined the issue of transformational,
transactional, and laissez-faire leadership behaviors by leaders of different genders. This
study utilized a quantitative synthesis of studies to compare issues of gender and
leadership styles. The purpose was to determine whether men and women differed in
their innate tendencies to adopt transformational, transactional, and laissez-faire
leadership styles. The study found that female leaders were more likely to use
transformational leadership and contingent rewards, whereas male leaders were more
likely to use management-by-exception and laissez-faire leadership (Eagly, JohannesonSchmidt, & van Engen, 2003). However, the results of this meta-analysis demonstrated
that the differences in leadership behaviors were actually relatively small. The authors
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concede that all of the mean effect sizes obtained in this study were small, when
evaluated in relation to Cohen’s benchmarks for d where 0.20 can be described as small.
Gender-based differences may be particularly important in school culture because
of differences in focus between men and women and the difference this may make in the
effectiveness of a school’s management. One study conducted in the Netherlands found
that female head teachers (equivalent to principals) focused on internal organization and
processes within the schools whereas male head teachers focused on external processes
such as fund raising and community involvement (Kruger, 1996). Surveys from teachers
and students measuring the effects of leadership were conducted with an 80% and 94%
response rate respectively. In this empirical comparative study, analysis of 98 school
leaders, with 49 female participants and 49 male participants results showed that female
heads identified instructional tasks at an average of 4.1 as compared to 3.6 for males (on
a 5-point Likert scale), and administrative tasks were ranked almost evenly at 3.1 to 3.0
between men and women (Kruger, 1996). This demonstrates that women in this study
may have been more likely to demonstrate instructional leadership, and that furthermore
women may pay more attention to the internal school processes as compared to external
concerns. This was a concern because of the falling number of female head teachers
within this environment, which was seen to be a result of mergers between schools and
externally focused male head teachers being more engaged in taking over management of
the schools (Kruger, 1996). Because this study was done in Europe and with leaders of
secondary school, it is limited by the culture and educational level. It would be difficult
to generalize to schools in the United States. In addition, elementary schools may yield
varying results than that of secondary schools.
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This has been noted in other studies that date back to the 1980’s as well. For
example, more than twenty years ago, Marshall (1988) noted that female participation in
administrators within schools may be hampered by what she terms “anticipatory
socialization” (p. 266), in which women perceive higher barriers to entry to
administration roles because of the need to remove oneself from the social context.
Northouse (2006) contends that women face a homophily barrier to administrative roles.
“Homophily refers to the tendency to prefer to work or interact with people who are
similar demographically and attitudinally” (Northouse, 2006, p. 277). Another difference
in male and female leadership noted by Marshall was the language used by male and
female leaders. She described female language as intending to promote information
exchange, whereas male language was used to command. Marshall noted that women that
lead have a challenge in choosing language, because female language is perceived as
inferior and a woman using male language is perceived as being bossy or overly
aggressive (1988). Because of this connotation, women may have difficulty in finding the
right words to enable them to lead appropriately.
Student ethnicity and culture. The evidence for ethnicity-based differences is
not as strong as that of gender. Although gender differences show a clear difference in
school leadership, this impact is not so clear in the case of ethnicity or social and ethnic
differences. The reason for this lack of clarity is uncertain, but Fitzgerald (2007) has
suggested that this is due to the focus on gender and the development of a “monoculture
of the powerful” (p. 2) that has resulted in dialogue regarding gender based differences in
leadership while continuing to ignore the dimensions of class and race within the
discussion. In addition, a number of studies have demonstrated that effective leadership is
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required for ensuring student achievement for minority students. It is for this reason the
reference to ethnicity refers to that of the student population and not the principal.
Andrews and Soder’s (1987) study within the Seattle school district revealed that
the normal equivalent gain scores of students in strong leader’s schools were significantly
greater than those students in schools rated as having only average or weak leaders. This
suggests that the school principal does play a role in the academic achievement of
students. In particular, this study indicated that the differences between groups of
students were noticeably different within varied ethnic groups of students. Thus, suggests
that positive school leadership by principals was effective in improving the academic
achievement levels of black and Hispanic students. This study was one of the first
examples of the impact of leadership on the achievement of minority students. However,
other aspects of ethnicity and culture remain unexplored or questionable.
The issue of ethnicity is at heart an issue of culture, which can be defined as
“human interaction within social systems” which reflects underlying values and
behavioral norms (Hallinger & Leithwood, 1998, p. 130). At the time Hallinger and
Leithwood raised the issue of culture in educational leadership; the issue was essentially
unexplored and did not have a specific basis in a theoretical or empirical research basis.
As the authors noted, there was an implicit assumption that the research that was taking
place in the literature was firmly embedded in the Western cultural context. Identified
areas of influence of culture on school operation include leadership, school culture,
achievement values, and school outcomes (Hallinger & Leithwood, 1998). At that time,
there was little research to support these potential effects.
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Since then, subsequent research has demonstrated several correspondences
between the culture of the school leader and the leadership of the school. Wong (1998)
examined the issue of moral leadership of schools from the standpoint of Western as
compared to Chinese moral leadership as exemplified by the Confucian intellectual
tradition (Wong, 1998). He offered a philosophical discussion of the basis of the
Confucian intellectual tradition, including moral and ethical leadership and intellectual
rigor, demonstrating that cultural differences could have a considerable impact on
leadership styles and their effect on the school’s culture and student achievements. One
element of the Confucian model is the unassailability of the leader’s word, which is
assumed to be appropriate because the leader is expected to be the most knowledgeable,
thus has the most appropriate idea of an appropriate vision and direction (Wong, 1998).
This is in contrast to the structure of the educational process among democratic societies,
which assumes that the leader is the person with the most support among other
individuals in the organization, and which often positions leadership decisions as open
for discussion and debate (Henderson & Kesson, 2003).
Because of this, the development of school policies, procedures, curricula, etc.,
may be considered to be more of a cooperative development process rather than a focused
leadership process as in the model described by Wong. This demonstrates that the role of
the leader within the organization is not a set concept. Instead, the role of the leader is
dependent on the cultural bases and assumptions of the school as a whole, the leader, and
the teachers that take direction from the leader, engage in active development with the
leader, or engage in other interactions as determined by the cultural context. This
culturally determined approach to the school leadership is also likely to be reflected in the
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development of student-teacher relationships and as such will impact student
achievement and expectations as well.
There is evidence that cultural and ethnic differences in the classroom does lead
to differences in the school environment and leadership. One study that explored
disciplinary practices in an urban district at the middle school level found that there was a
pattern of discipline that was disproportionately biased on the basis of gender, race, and
socioeconomic status (Skiba, Michael, Nardo, & Peterson, 2002). This study examined
one year’s data representing 11,001 students across 19 middle schools, with students
primarily distributed across grades 6, 7, and 8. Though this study was conducted in a
large, urban public school district, the results may not be generalizable across smaller,
rural areas with fewer minority populations. These findings found those office referrals,
suspensions, and expulsion actions all demonstrated disproportionally when considered
by groupings including male/female, black/white, and free/reduced cost/not eligible (in
terms of participation in the Federal student lunch program, the chosen measure of
socioeconomic status) (Skiba et al., 2002). Another confound is the potential to establish
a cause and effect relationship of treatment of students by teachers and administrators
based on low socioeconomic status and color. This suggests that there is a connection in
how children are treated differently based on their cultural and ethnic background by both
teachers and school leaders. The leadership of the school plays a key role in the way
schools address discipline issues. The lack of training in classroom management and
cultural competence lead to a more authoritarian or transactional leadership style (Skiba
et al., 2002).
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For example, males had a disproportionately high response as compared to
females, black students had a disproportionately high response in all three categories, and
students receiving free lunches experienced disproportionately high rates as well (Skiba
et al., 2002). As the authors noted, many of these categories do overlap (in particular,
minority status is associated with low socioeconomic status). There is also the possibility
that some groups do actually require disproportionate actions (notably boys, who do
display more overt behaviors in the classroom than girls in many cases). Support for this
was provided by discriminant analysis between boys and girls, which found that boys had
considerably more varied reasons for referral than girls, who were primarily referred for
truancy (Skiba et al., 2002). The evidence for socioeconomic status' association with
referral increasing minority referrals was not upheld, as the addition of socioeconomic
status in a two-factor analysis did not result in a change in the discriminant figures of
student discipline measures. The results of this study did demonstrate that disciplinary
measures were enacted in a disproportionate manner depending on gender, ethnic, and
socioeconomic differences between students. Thus, it could be implied that such
inconsistent treatment to children based on gender, ethnic, and socioeconomic differences
as it relates to their behavior may also impact their overall student performance and is
directly related to the leadership of the school. If such a difference exists in discipline
areas, it would not be unreasonable to suspect that the same opportunities for academic
achievement are not being provided for equally for all children.
Conclusion
The overall impact of principal leadership on student achievement relies on the
integration of leadership styles. The choice of these styles is affected by school and
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individual variables. The socioeconomic makeup of a school population can determine
the effectiveness of the school leadership. This factor is one that should not be ignored.
Another consideration is the ethnicity and culture of the organization. These kinds of
variables affect the management style of a leader. Leader variables such as gender and
experience also determine modes of leadership styles. All of these variables considered
change and manipulate situations inside and outside organizations. Taking into
consideration the given variables allows the leader to maneuver between leadership styles
more effectively. This is the basis of the situational and contextual leadership theory, the
integration of styles based on specific goals of the organization, the demographics within
the organization, and the specific characteristics of the leader.
The literature suggested that, depending on the goals of the organization, there is
a need to apply various leadership styles. The theoretical definition and the empirical
measurement of these leadership styles were the basis for this assertion. Additionally, it
provided information regarding student achievement, including both definitions and
views of student achievement. In order to provide an overall view of the issue, an
understanding of how leadership and culture interacts with other characteristics
(including gender of the leader, school socioeconomic status, and other specific issues
that may be encountered in the construction of student achievement) were included in the
discussion.
The literature in general supported a connection between leadership styles and
student achievement, as well as supported the use of integrated leadership styles and
practices in order to produce the best results within the school environment. There is no
one leadership style appropriate for every situation. The aims and means of the
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organization demand varying leadership styles: “There is no one best way to manage or
lead human resources” (Blunt & Jones, 2007, p. 20). Effective leadership requires the
ability to maneuver between leadership styles, applying transformational attributes while
supplementing with the qualities of transactional leadership (Bass, 1995). This illustrated
the conceptual framework of integrating different leadership styles as well as considered
the moderating variables and organizational goals. Additionally, it conceptualized
leadership in terms of the behaviors associated with transactional and transformational
leadership styles.
In this literature review, there were two main leadership styles discussed: the
transactional leader who focuses more on task orientation, and the transformational leader
who is more people-focused. The literature considered the multifaceted dimensions of
leadership and the effects on student achievement. The premise of this study was to
determine the impact of these two principal leadership styles have in an era of
accountability. Each style has various qualities and each style is not independent of each
other but often work in conjunction of one another. This was the basis of the conceptual
framework; thus, it was the author’s hypothesis that a combination of appropriate levels
of task orientation and people orientation and the appropriate implementation of these
leadership styles would be effective in the increasing era of accountability.
The literature also supported the existence of moderating factors including
socioeconomic status, gender, and ethnic and cultural background of students play a role
in student achievement. The literature provided evidence that supported the conceptual
framework in that effective leaders must be able to shift smoothly between leadership
styles depending on the situation, expected outcomes, and present conditions. Academic
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achievement is ultimately affected both indirectly and directly by the leadership of the
organization, thus establishing a relationship between student achievement and leadership
styles. The continuing fostering of change in school culture and leadership affects the
teaching and learning process (Bruner & Greenlee, 2000). This researcher’s study will
add to the literature on educational leadership by examining principal leadership in an era
of accountability. It will also add to the literature by providing additional quantitative
information on the relationship between principal’s leadership characteristics and student
achievement as they correlate to task orientation and people focused leadership.
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Chapter 3
Methodology
This study employed a descriptive-quantitative research method with a nonexperimental, cross-sectional research design to determine the self-perceived leadership
style of principals in an era of accountability. This chapter presents the research
methodology as influenced by the stated problem. As a result, the chapter presents the
research questions, communicates the methods and procedures for data collection,
instrumentation, and participant selection. The chapter is organized by the following
sections: (a) research paradigm, (b) justification of the method, (c) study population and
sampling, (d) data collection instrument, (e) data collection procedure, (f) data analysis,
(g) ethical considerations, (h) limitations of methodology, and (i) summary of
methodology.
Research Paradigm
The study adopted the post-positivist research paradigm. Post-positivism uses the
fundamental assumption that the research can obtain and present only an approximate
representation of reality because researchers cannot form a full understanding of
observed or measured phenomenon. In this research the measured phenomenon was selfperceived principal leadership styles. The post-positivist paradigm uses the traditional
epistemology of positivism, which collects and organizes information based on the
premise that elements of the topic under investigation can be observed and measured. The
ontology of post-positivism, however, uses the assumption that empirical observations,
measurements, and analyses are incomplete and provide only a partial understanding of
the phenomenon under investigation. The decisions of the researcher concerning critical
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factors such as definition of topics, selection of participants, and choice of data collection
instruments create a framework for the study influencing the understanding of the
phenomenon under investigation. As a result, the findings and conclusions intended to
represent reality may not be an accurate or a complete representation of the phenomenon
under investigation (Crotty, 2003).
According to Creswell (2009), the post-positivist research paradigm tests
theoretical propositions established before a study begins, with the test assuming that
variables related to the proposition consist of observable data. Research relying on the
post-positivist paradigm also assumes that the data can be analyzed with deductive
reasoning to reveal the nature or causes of the variance in the phenomenon under
investigation. With deductive reasoning, the analysis of the data supporting or refuting
the hypothesis under investigation allows the researcher to make a deduction concerning
the validity of the hypothesis (Lancaster, 2005).
Justification for the Method
A quantitative methodology was used in this descriptive study and is appropriate
for research with the purpose of examining the relationships or differences among
variables that can be observed and measured. It is also appropriate for examining
variables that occur in sequence, with one variable antecedent to another variable
(Creswell, 2009). In this study, the dependent variable of the self-perceived principal
leadership style was measured using the MLQ instrument. The independent variables,
which include the demographic variables, principal gender, experience, ethnicity, school
level, school grade, and school socioeconomic status, were also examined. A quantitative
method is also appropriate when the purpose of the study is to test hypotheses with
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quantitative propositions and to produce findings that may be generalized to a larger
population.
The alternative qualitative method was not used for the research because the
subjective design was not suitable for investigations relying on the post-positivist
paradigm. Qualitative methods examine phenomenon from the perspective of the subject
relying on alternative paradigms such as constructivism. In addition, there is substantial
interaction between the researcher and the participants during the data collection and data
analysis process, which can increase the possibility that researcher bias influences the
findings. The subjectivity of the method as well as small samples reduce the ability to
generalize the findings to a larger population. In addition, a qualitative approach would
not be capable of testing the hypothesis of the study concerning empirical relationships
among the variables and the effect of moderating demographic variables on the
relationship.
The research design was non-experimental and cross-sectional. The research
design was non-experimental because it was not possible to use a control group or to
randomly assign participants to a test or control group. Because the research involved
participants in a non-laboratory environment, randomization of subject assignment to
treatment and control groups was also not possible. All data were collected from the same
group of participants, which consisted of public school principals from three central
Florida school districts. A non-experimental research design can be used when the
research does not have the objective of establishing a cause-and-effect relationship
between the variables under investigation (Cohen, Manion, & Morrison, 2000).
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The research design was cross-sectional because it collected data to identify the
self-perceived leadership styles of public school principals in three large Florida school
districts at a single time. The alternative longitudinal design was not suitable for this
research because the research questions do not examine changes over time.
Study Population and Sampling
The study population consisted of all public school principals of elementary,
middle, and high schools in the state of Florida with a total population of approximately
3,629 principals. The sample from the study population consisted of school principals in
three large school districts in Florida, with a population of approximately 390 public
elementary, middle, and high school principals. Data were gathered using the online
version of the Multifactor Leadership Questionnaire Leader Form 5x-Short survey with
added demographic questions. The MLQ has been previously assessed for reliability and
validity. There were 390 surveys sent out to principals and 102 surveys were returned.
Items that were left blank by a respondent were eliminated as a missing value by the
statistical package, and not calculated into the mean scores. When a participant skipped
one or more items, the survey was not included in the final data set. Thus, the total
number of respondents (n=99) represents the total sample size and a response rate of
25%. The sample was delimited to three counties to reduce the time and cost burden
associated with data collection while including enough participants for a statistically
significant sample size. The central limit theorem was used to determine the confidence
interval at the 95% confidence level for the sample. The proposition of the central limit
theorem is that a repeated sampling of an attribute in a segment of the population will
produce an average that represents the attribute in the total population.
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Purposeful sampling was used for the selection of the sample population based on
the geographic location of the principals within three counties in Florida. Purposeful
sampling selects the participants of the study based on inclusion criteria related to the
research questions and hypotheses of the study (Gliner & Morgan, 2000). The primary
inclusion criterion for the sampling was geographic location, with all public school
principals in the three counties solicited for participation in the study. There were no
other criteria requirements for the participants. Male and female participants of all
ethnicities with a range of experience level were included. This selection criterion was
established to attribute principal and school characteristics to the self-perceived principal
leadership style.
A pilot study was conducted to determine the clarity of the MLQ instrument and
the demographic questions. The pilot study consisted of sixteen randomly drawn
administrators currently working in a Florida public school district other than those in the
sample population. The pilot was used to identify any needed changes in the process of
data collection from the Multifactor Leadership Questionnaire and the added
demographic questions. No generalizable knowledge was obtained from the pilot study;
the pilot study was testing the procedures and delivery method of the MLQ online survey.
The sample (n = 16) used for the pilot study and the pilot study data were not used again
in the full study. Modifications to the protocol included adding a personal message to the
original email with the link to the survey. One of the demographic questions was
reworded as a result of input from the pilot study group. Analysis of the pilot quantitative
data led to the development of a template for the data recording that was helpful with the
full study.
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Data Collection Instrument
The data collection instrument used in the study was the MLQ Leader Form 5xShort with added demographic questions. The demographic questions (see Appendix A),
designed by the researcher, was utilized to collect demographical data including gender,
ethnicity, years of experience, school level, school grade, and school socioeconomic
status based on Title I affiliation of the participants.
The MLQ was developed by Bass (1990) to assess transformational, transactional,
and laissez-faire leadership. The MLQ has been revised throughout the years which
strengthened its reliability and validity (Bass & Avolio, 2000). The MLQ survey is
commercially available and copyrighted. It is a self-rated survey questionnaire using a 5point Likert-type scale that asks respondents to rate their level of agreement with various
statements concerning leadership. The 5-point Likert-type scale is rated 0 meaning “Not
at all”, 1 meaning “Once in a while”, 2 meaning “Sometimes”, 3 meaning “Fairly Often”
and 4 which means “Frequently, if not always”. The MLQ contains 45 questions that
obtain information in nine leadership scales and three leadership outcomes. The nine
leadership scales include idealized influence (attributed), intellectual stimulation,
idealized influence (behavior), inspirational motivation, individual consideration,
contingent reward, management-by-exception (active), management-by-exception
(passive), and laissez-faire styles (Avolio, Bass, Jung, 1999; Bass, 1990). The three
leadership outcomes are extra effort, effectiveness, and satisfaction (Avolio et al., 1999;
Bass 1990). The instrument used five scales to measure transformational leadership
factors, three scales to measure transactional leadership factors, and one to measure
laissez-faire. The information in Table 2 identifies each leadership approach, the
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corresponding leadership scale and outcome, along with the specific survey items for
each (Avolio & Bass, 2004).
The questionnaire takes approximately 15 minutes to complete. The MLQ can be
used to collect categorical data from respondents based on their positioning in the various
dimensions measured by the instrument with the categories identifying the respondents as
transactional, transformational, or laissez-faire leaders. The data were analyzed with
descriptive statistics, correlation analysis, and a series of factorial Analysis of Variance.

Table 2: Items for Each Leadership Subscale on the MLQ Leader Form 5x-Short
Characteristic

Subscale Name

Items

Transformational

Idealized Attributes

10, 18, 21, 25

Transformational

Idealized Influence

6, 14, 23, 34

Transformational

Inspirational Motivation

9, 13, 26, 36

Transformational

Intellectual Stimulation

2, 8, 30, 32

Transformational

Individualized Consideration

15, 19, 29, 31

Transactional

Contingent Reward

1, 11, 16, 35

Transactional

Management by Exception*

4, 22, 24, 27

Transactional

Management by Exception**

3, 12, 17, 20

Passive Avoidant

Laissez-Faire

5, 7, 28, 33

Outcomes of Leadership

Extra Effort

39, 42, 44

Outcomes of Leadership

Effectiveness

37, 40, 43, 45

Outcomes of Leadership

Satisfaction

38, 41

Note. Each characteristic of leadership is measured as a separate subscale. The total number of survey
items is 45. The single asterisk (*) refers to active management by exception. The double asterisk (**)
refers to passive management by exception.
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Validity. Validity considers whether the research design, instruments, and
procedures accurately assess the variables or constructs the research process intends to
measure. Validity consists of the separate elements of internal and external validity.
Internal validity examines the research design, instruments used for measurements, and
the variables included and excluded in the study to assess the rigor of the methodology. It
also considers the degree that the research design considers confounding variables.
Internal validity speaks to the accuracy of the results. External validity considers whether
the research design supports the generalization of the findings and conclusions of the
study to a larger population. External validity examines the sampling procedures and the
setting in which the data is collected (Gliner & Morgan, 2000).
The development of the MLQ instrument has been ongoing since its introduction.
The validity of the MLQ has continued to be a question over the period of its use. Carless
(1998) found that while there was higher order discriminant validity in the version of the
instrument current at the time she studied it, the subscales of the MLQ demonstrated
significant covariance, indicating that the subscales may not be relevant in terms of
differences between the models. Other studies of the MLQ’s validity and internal
consistency have demonstrated that it is effective in identifying transactional,
transformational, and laissez-faire leadership styles, though the scaling methods are
somewhat modified (Den Hartog, Van Muijen, & Koopman, 1997). These modifications
have decreased the number of items within the scale and increased the determinant
validity of the test. The development of this instrument is still ongoing, and it has been
adapted to a wide range of other contexts, but it continues to be one of the most widely
used instruments used to identify leadership characteristics and leadership styles.
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Previous researchers have established the validity of the MLQ by using
Confirmatory Factor Analysis (CFA) to assess construct validity (Antonakis, Avolio, &
Sivasubramaniam, 2003). For instance, Antonakis (2003) conducted a study that also
supported the nine-factor leadership model and its stability in homogenous situations.
This study found the Root Mean Square Error of Approximation (RMSEA) to be .05 and
the Comparative Fit Index (CFI) at .905 for the full nine factors. The CFA of the MLQ
found a significant improvement (P<.001) and the intercorrelations among higher factors
presented evidence of discriminate validity (Antonakis et al., 2003). Based on the
previous assessment, the MLQ instrument is valid for assessing the leadership constructs
it purports to measure, which are the use of transformational, transactional or laissez-faire
styles of leadership. Because the validity of the MLQ has been established, instrument
validity will not pose a significant threat to the findings and conclusions of the study.
The primary threat to internal validity in the research design is the sampling
procedure, which creates the potential for bias in the selection of participants. As a result,
the principals used as participants in the research may not be representative of the general
population of principals in schools. Another threat to internal validity of the study from
the research design is the possibility that the participants will not be candid or accurate in
their responses to the MLQ survey questionnaire because they are aware that they are the
participants of leadership research. This threat arises when a subject adopts behaviors or
attitudes in a study situation that differ significantly from the behaviors and attitudes the
subject normally uses. The assurances of confidentiality provided to the participants of
the study, as well as the procedures to protect confidentiality, partially mediate this threat
to internal validity.
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The primary threat to the external validity of the study is the selection-method
interaction. The selection of the participants for participation in the study does not use a
probabilistic method, with all school principals meeting the inclusion criterion of holding
positions in the three counties in the state of Florida included in the study. A confounding
variable related to the schools in the counties under investigation could influence the
findings and conclusions of the study, reducing the ability to generalize the findings to a
larger population. The threat to validity is low because the data were collected from the
principals by accessing an online version of the MLQ Leader Form 5x –Short survey. As
a result, the possibility that an experimental setting influenced the participants was not
remarkable.
Reliability. Reliability examines the instruments used for data collection to
determine whether the instrument collects data accurately and consistently in different
subject populations. Reliability indicates to what extent an instrument consistently yields
the same result. The coefficient alpha of the MLQ is .93. For each of the nine leadership
factor scales, the reliability of the MLQ is between .74 and .94 based on Cronbach's alpha
and has been established by previous researchers (Muenjohn & Armstrong, 2008). A
Cronbach alpha correlation above .70 is sufficient to establish reliability for instruments
measuring psychometric attributes (Gliner & Morgan, 2000). The reliability for the MLQ
and demographic data is reported in Chapter 4 of this study using the study’s target
population.
Data Collection Procedure
The data collection procedure involved one phase of obtaining data from
principals by administering an online version of the MLQ Leader Form 5x-Short survey
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with the additional demographic questions included. An initial letter of solicitation was
sent electronically to principals of the schools in the counties where data collection was
to take place (see Appendix B). The email address of the principals was secured from the
Florida Department of Education. This first solicitation included a description of the
study and its purpose. It also indicated that participation in the study would require
completion of the MLQ survey with the addition of the demographic questions and a link
to the survey was included in this email. The solicitation included assurances of
confidentiality to encourage participation in the study. A second follow-up email was
sent to participants in the study thanking them for their participation and encouraging
those who have not participated to do so (see Appendix C). This procedure was used to
increase the number of principals willing to participate in the study.
The electronic collection of the MLQ data was used by the researcher to reduce
cost and increase time efficiency. The researcher established a two-week timeline for the
data collection following the University and districts review and approval of the study.
The researcher provided the participants with a link to electronically access the MLQ
instrument through the hosting organization, Mind Garden, and brief instructions about
how to fill out the survey. The demographic questions were incorporated into one online
survey. The researcher did not provide any other information, except the initial contact
and instructions to the participants about the instrument or its purpose to avoid
influencing their responses. The data from the survey instrument were collected after
three weeks. The data,collected by the survey hosting organization, Mind Garden, was
provided to the researcher in an Excel data file. Participant anonymity was ensured as the
survey did not collect any personal identification data and no information beyond the
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survey data was passed to the researcher, or any third party, as provisioned in Mind
Garden’s Privacy Statement. Prior to organizing and analyzing the data, preliminary
screening was conducted. The data were screened for existence of outliers and missing
data to ensure the data were ready for analysis. In this study, the missing data were
captured quantitatively by the MLQ methodology survey. Missing data and methods for
estimating the missing data or a decision to disregard it was made.
Data Analysis
The data were collected through the online survey format and transferred to an
electronic spreadsheet for preparation to submit into the IBM Statistical Package for the
Social Sciences v19.0 for statistical analysis. Presented in Table 3 is a summary of the
research questions, data collected, and the method of analysis. The data were analyzed
with descriptive statistics, correlation analysis, and a series of Factorial ANOVAs to test
the research questions. It is assumed in ANOVAs that the population distribution for each
group falls under the normal curve on the dependent variable and scatter plots, values of
skewness and kurtosis were used to determine if any assumption had been violated. The
descriptive statistics used measures of the central tendency, (mean and standard
deviation) as well as the effect size of the data to assess the characteristics of the sample
population. The descriptive-correlation statistical approach was applied to explore the
existence of a relationship between the independent and dependent variables of the study.
Descriptive research is a type of quantitative research involving measured
descriptions of educational phenomena (Gall, Gall, & Borg, 2007). This study utilized a
descriptive quantitative method to examine the possible relationship of the demographic
variables, including principal gender, experience, ethnicity,school type, school grade, and
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school socioeconomic status, determined by Title I on leadership styles. Descriptive
quantitative research provides a snapshot picture of current conditions and is primarily
concerned with interpreting present relationships through disciplined inquiry (Best &
Kahn, 2003; Reaves, 1992).

Table 3: Summary of Research Questions, Data Collection, and Analysis
Research Question
1. To what degree do principals perceive their
leadership styles, as transactional,
transformation, and laissez-faire?

Data Collection
9 subscales

Method of Analysis
Descriptive Statistics (mean,
median, mode, standard
deviation)

2. What are the relationships among the
three leadership styles?

9 subscales

Correlation Analysis

3. Do principal characteristics have an
impact on self-perceived leadership styles?
a. To what extent does gender impact the
self-perceived leadership style?
b. To what extent does principal years of
experience impact the self-percieved
leadership style?
c. To what extent does principal ethnicity
impact the self-perceived leadership style?

9 subscales

ANOVAs, Descriptive Statistics,
(mean, standard deviation, effect
size)

4. Do school’s characteristics have an
impact on a principal’s self-perceived
leadership style?
a. To what extent does a school’s level
impact a principal’s self-perceived
leadership style?
b. To what extent does a school’s SES status
impacta principal’s self-perceived
leadership style?
c. To what extent does a school’s most
recent grade change impact a principal’s
self-perceived leadership style?

9 subscales

ANOVAs, Descriptive Statistics,
(mean, standard deviation, effect
size)

Note: A total of 51 survey items address the six research questions.

The effect size is a simple way of quantifying the difference between two groups.
Effect size emphasizes the size of the difference rather than confounding it with sample
size. The same numerical difference between two groups may be statistically significant
in a study with a large sample size. However, in a study with a small sample size, it is
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necessary to calculate the effect size, Cohen’s d, to determine whether a statistically
significant difference between two groups translates into a practical difference.
The data obtained from the MLQ Leader Form 5x-Short contained 36 leadership
items with four items per scale and nine outcome items. The data analysis was based on
the assumption of normality and homogeneity of variance in the distribution of the data,
which was tested prior to performing the inferential statistical analysis. Normality
assumes the observations are normally distributed on the dependent variable in each
group and the homogeneity of variance assumes the population variances for the groups
are equal.
Correlation analysis tested the existence of statistically significant relationships
between the variables of the study. This analysis explored the relationships between the
self-perceived principal leadership styles including the nine subscales and three outcomes
of leadership. ANOVA is suitable when the objective of the research is to determine if
categorical independent factors such as demographic variables produce statistically
significant differences in the means of a dependent variable such as the leadership style
(Gravetter & Wallnau, 2008). In this study, the demographic variables of gender,
experience, ethnicity, school level, school grade, and school socioeconomic status are the
separate categories and were used to see if different demographic groups possess
different leadership styles. For the statistical tests, the alpha was set at the .05 level,
which is a level commonly used in social and educational research examining attitudes
and self-reported behaviors.
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Ethical Considerations
The research design did not pose any physical or psychological risk to the
participants, as the data collection from principals involves a routine administrative task
of providing responses to the MLQ. The research design did not pose a risk of breach of
confidentially to the participants. Participant anonymity was ensured as the survey did
not collect any personal identification data and no information beyond the survey data
was passed to the researcher, or any third party, as provisioned in Mind Garden’s Privacy
Statement. To further protect the confidentiality of the participant’s survey results, the
completed questionnaires are being kept in a secure location accessible only to the
researcher. After the completion of the study, the completed survey data sets will be
obliterated to further protect the confidentiality of the respondents.
The principals participating in the study were provided an introductory email
explaining the research and that their participation in the research was their consent (see
Appendix B). The form explained the purpose of the research and the risk to the
participants from breach of confidentiality. It also described the precautions taken to
mitigate the risk from breach of confidentiality. The informed consent form also
emphasized that no compensation or other reward would be offered to the principal, and
that participation in the study was voluntary. The informed consent specified that
completion of the survey indicated their consent to participate in the study. Because of
the voluntary nature of the study, the participants could decline to participate without any
penalty and withdraw their consent to participate at any point in the data collection
process. The informed consent form also indicated that the participants in the study could
receive a summary of the findings upon request.
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Limitations of the Methodology
A limitation of the methodology was the possibility that researcher bias would
influence important elements of the research process such as the research design, data
collection procedure, and interpretation of the findings. The use of quantitative research
methods reduces the effect of researcher bias because the researcher does not interact
with the participants during data collection and data analysis. Nonetheless, the
preexisting opinions and viewpoints of the researcher may affect factors such as the
research questions and the conclusions drawn from the findings of the study.
Another limitation of the study was the possibility that the responses of the
principals to the MLQ were influenced by testing bias and self-reporting bias, which can
occur with the use of self-reported survey questionnaires. Testing bias exists when the
participants are aware they are in a testing situation and engage in behaviors or provide
responses to questions based on their beliefs concerning the expected response. Selfreporting bias exists when the participants of survey research attempt to conceal attitudes
or behaviors they consider negative or inappropriate by providing inaccurate information
on the survey (Hayes, 1992).
In addition, a limitation of the study was the purposive sampling approach, which
may affect the generalizability of the findings to a larger population. Because of time and
funding constraints, the research was delimited to three counties in Florida. The
possibility exists that a confounding variable in these three counties not accounted for in
the research design may influence the data and the findings of the study.
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Summary of the Methodology
This study used a quantitative research method with a non-experimental, crosssectional correlation research design to test the moderating effect of the demographic
variables of gender, experience, ethnicity, school level, school grade, and school
socioeconomic status on the self-perceived principal leadership styles as measured by the
MLQ. The research design was based on the post-postivist research paradigm, which uses
quantitative methods to measure and test hypotheses about the phenomenon under
investigation, but assumes that the findings do not fully explain the nature of the
phenomenon. The study’s population was a purposeful sample consisting of all public
school principals in three school districts in the state of Florida. The data collecton
instrument was the MLQ survey questionnaire, including participant demographic
questions developed by the researcher. The researcher used the hosting organization
Mind Garden as the electronic method of data collection procedure with the principals
participating in the study. The data from the MLQ were analyzed using descriptive
statistics, correlation analysis, and ANOVA. To preserve confidentialiy, the survey did
not collect any personal identification data and no information beyond the survey data
was passed to the researcher, or any third party, as provisioned in Mind Garden’s Privacy
Statement. The completed MLQ questionnaires are stored in a secure electronic database.
In addition, study participants were provided an informed consent form. The limitations
of the study include reserachaer bias, testing bias, and self-selection bias.

91

Chapter 4
Results
This chapter reports the findings of the study. The demographic data and
instrumentation are discussed. The research questions are reintroduced and the outcomes
of the statistical analyses are provided. Analysis of the data includes descriptive statistics,
correlation analyses, and a series of factorial Analysis of Variance. The chapter also
describes the data collection procedures used in the study and descriptive information
about the participant pool collected from the demographic questions of the survey. This
chapter is concluded with a brief summary of the substantive findings and a summary of
the chapter. The information presented in this chapter details the results of all statistical
data analyses associated with this study.
Principal’s Perceptions of Leadership Style
The first research question is: To what degree do principals perceive their
leadership styles as transactional, transformational, and laissez-faire? To adequately
answer this question, an examination of the principals’ perceptions of their own
leadership style was conducted. There are nine subscales of leadership factors and three
subscales of leadership outcomes. Data gathered are presented in Table 4. This represents
the results of the Multifactor Leadership Questionnaire (MLQ) Leader Form 5x-Short.
Statistics for each of the nine leadership factors of leadership were derived by finding the
mean of the statements related to that factor.
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Table 4: Descriptive Statistics for the Responses by Principals on the MLQ-5X (n=99)
Mean

Std.
Deviation

Cronbach's
Alpha

Idealized Influence Attributes

3.3561

0.43019

0.31

Idealized Influence Behaviors

3.4343

0.54584

0.71

Inspirational Motivation

3.4975

0.47177

0.72

Intellectual Stimulation

3.3005

0.48574

0.66

Individualized Consideration

3.3662

0.46609

0.72

Contingent Reward

3.1919

0.56675

0.37

Management-by-exception: active

1.5909

0.8693

0.69

Management-by-exception: passive

0.6667

0.60609

0.70

0.3965

0.4643

0.39

Extra Effort

3.3805

0.4833

0.74

Effectiveness

3.4596

0.47341

0.75

Satisfaction

3.5909

0.45939

0.62

Leadership Factor
TRANSFORMATIONAL FACTORS

TRANSACTIONAL FACTORS

PASSIVE/AVOIDANT FACTORS
Laissez-faire
OUTCOMES OF LEADERSHIP

The mean scores for the transformational factors when the principals rated
themselves ranged from 3.30 to 3.49 (on a scale of 0-4). Mean scores for the outcomes of
leadership reflected similar findings, with mean scores ranging from 3.38 to 3.59. In this
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study sample, the principals felt their leadership style was more transformational and the
scores for outcomes of leadership were also higher. This was congruent with what the
authors of the MLQ-5x espoused: Transformational leaders produce higher levels of
these three outcomes of leadership (Avolio & Bass, 2004). The mean scores for the
transactional factors ranged from 0.66 to 3.19, while the lowest score was for the Laissezfaire leadership factor at 0.39.
Review of the data found that the principals who participated in this survey
considered themselves to be transformational leaders. The high score on the factor of
Contingent Reward also indicated the value they place on transactional practices. For
each of the nine leadership factor scales, the reliability of the MLQ for this study was
between .31 and .72. The previously established reliability of the MLQ is between .74
and .94. Idealized Influence Attributes, Contingent Reward, and Laissez-faire had the
lowest Cronbach alpha correlations.
Relationships Among the Three Leadership Styles
The second research question is: What are the relationships among the three
leadership styles? This question was best answered by conducting a correlation analysis.
Analyses were also conducted to determine the correlation between the three leadership
styles including the nine subscales and the three outcomes of leadership. Pearson
correlations (r) were run to determine the correlation between each leadership subscale
and the three outcomes of leadership. Table 5 shows the results.
Strong positive correlations (p<.01) were found between all five of the
transformational leadership factors and the three outcomes of leadership. There were no
significant correlations between the three transactional leadership factors. There was a
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strong positive correlation (p<.01) between the Laissez-faire (the absence of leadership)
leadership factor and one transactional leadership factor, Management-by-exception:
passive. In addition, strong negative correlations (p<.01) existed between Laissez-faire
and two transformational leadership factors, Inspirational Motivation and Individual
Consideration.

Table 5: Correlations Among Leadership Subscales
IIA

IIB

IM

IS

IC

1

IIB

.570**

1

IM

.576**

.651**

**

**

.613**

**

**

.667**

**

**

IC
CR
MBEA
MBEP
LF

MBEA

MBEP

LF

EE

SAT

.719

**

.472

**

.679
.539

.579

1
1

.563

.517

.511

.320**

1

.153

-.054

-.029

-.123

-.015

.14

1

-.174

*

**

.001

.005

1

**

-.076

-.097

.563**

1

**

**

.577

**

1

-.227

*

-.178

**

**

-.232

**

-.284

**

-.269

**

-.175

**

**

-.316

-.338
-.353

EE

.552

.463

.474

.587

.444

.445

-.081

-.105

-.114

1

EFF

.525**

.434**

.416**

.661**

.481**

.528**

-.149

-.043

-.063

.644**

**

**

**

**

**

**

-.075

**

SAT

EFF

Principals (N=99)

IIA

IS

CR

.403

.355

.337

.505

.486

.339

-.161

-.005

.678

1
.697**

Note: IIA=Idealized Influence Attributes, IIB=Idealized Influence Behaviors, IM=Inspirational
Motivation, IS=Intellectual Stimulation, IC=Individualized Consideration, CR=Contingent Reward,
MBEA=Management-by-exception: active, MBEP=Management-by-exception: passive, LF=Laissezfaire, EE=Extra Effort, EFF=Effectiveness, SAT=Satisfaction
**Correlation is significant at the 0.01 level (2-tailed)
*Correlation is significant at the 0.05 level (2-tailed)

Impact of Principal Characteristics on Leadership Style
The third question is: Do principal characteristics have an impact on selfperceived leadership styles? This question included the following ancillary questions:
a. To what extent does gender impact the self-perceived leadership style?
b. To what extent does principal years of experience impact the selfpercieved leadership style?
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c. To what extent does principal ethnicity impact the self-perceived
leadership style?
Principal Gender. To answer the question related to gender, a one-way ANOVA
was conducted. The first analysis was to determine if the scores of the principals differed
significantly between the principal characteristic of gender. There were 99 surveys
returned. Thirty eight percent were from male principals while 61% were from female
principals. Twenty four of the male principals were from high schools, seven were from
middle and elementary schools respectively. Only four female principals were from high
schools, 23 were from middle schools, and 34 were from elementary schools. The
descriptive statistics for gender and leadership factors are presented in Table 6.
Female leaders scored higher than male leaders in all of the factors of
tranformational leadership except the Inspirational Motivation factor. Female leaders
scored higher than males in two of the transactional leadership factors but lower than
male leaders on the Laissez-faire leadership factor. On the outcomes of leadership, the
female leaders scored higher than male leaders in all three areas.
The strength of effect is determined from Cohen’s table for effect size. As a
general rule of thumb for strength of effect, 0.2 is a small effect size, 0.5 is considered a
moderate effect size and 0.8 is a large effect size. The effect sizes for principal
characteristic Gender and five of the leadership factors were in the small range, from 0.2
for Inspirational Motivation to 0.30 for Management-by-exception:active. There were no
other significant differences on any other leadership factors or outcomes of leadership
between male and female principals.
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Table 6: Descriptive Statistics for Principal Gender and Leadership Factors
Idealized Influ.
Attributes

male

N
38

Mean
3.25

Std. Dev.
0.34

female

61

3.42

0.46

Idealized Influ.
Behaviors

male

38

3.37

0.53

female

61

3.47

0.55

Inspirational
Motivation

male

38

3.50

0.53

female

61

3.49

0.43

Intellectual
Stimulation

male

38

3.17

0.49

female

61

3.37

0.46

Individualized
Consideration

male

38

3.20

0.48

female

61

3.46

0.42

Contingent Reward

male

38

3.07

0.59

female

61

3.26

0.53

Management-byexception: active

male

38

1.55

0.84

female

61

1.61

0.89

Management-byexception: passive

male

38

0.80

0.70

female

61

0.57

0.52

Laissez-faire

male

38

0.41

0.49

female

61

0.38

0.44

male

38

3.28

0.43

female

61

3.44

0.50

male

38

3.36

0.57

female

61

3.51

0.39

male

38

3.48

0.53

female

61

3.65

0.39

Extra Effort
Effectiveness
Satisfaction

Effect Size
0.21
0.09
0.02
0.20
0.28
0.17
0.30
0.18
0.03
0.17
0.15
0.18

All ANOVA tables utilize the upper limit of p<.05. Results from the ANOVA are
listed in Table 7. Results from the one-way ANOVA indicated that there was a
significant difference (p<.01) in the two groups, male and female, of scores on the
transformational leadership factor Individualized Consideration. The mean difference
was 0.26, indicating that females scored significantly higher than their male counterparts.
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Table 7: Analysis of Variance for Leadership Factors with Gender
Leadership Factor
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total

Sum of
Squares
0.694
17.443
18.136
0.217
28.981
29.198
0.005
21.807
21.812
0.931
22.191
23.122
1.623
19.666
21.289
0.881
30.597
31.479
0.062
73.995
74.057
1.253
34.747
36
0.02
21.106
21.126
0.614
22.277
22.891
0.513
21.451
21.963
0.668
20.014
20.682

df
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98

Mean
Square
0.694
0.18

F
3.858

Sig.
0.052

0.217
0.299

0.727

0.396

0.005
0.225

0.023

0.88

0.931
0.229

4.07

0.046*

1.623
0.203

8.004

0.006**

0.881
0.315

2.794

0.098

0.062
0.763

0.081

0.776

1.253
0.358

3.498

0.064

0.02
0.218

0.092

0.762

0.614
0.23

2.673

0.105

0.513
0.221

2.318

0.131

0.668
0.206

3.237

0.075

Note: **indicates a significant difference at the p<.01 level
*indicates a significant difference at the p<.05 level

The mean score difference for the factor of Intellectual Stimulation was 0.20. The
female leaders again scored significantly higher than the male leaders. This indicated
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that female principals perceived themselves to be significantly more
transformational than male principals in these two factors of transformational
leadership.
Principal years of experience. The next aspect to question three was to
determine to what extent does principal years of experience impact the self-percieved
leadership style? To answer this question, a one-way ANOVA was conducted to
determine if the scores of the principals differed significantly between the principal
characteristic of years of experience. There were three choices to select from for the
number of years of experience, 0-5 years, 6-10 years, and 11 years or more. The years of
experience represent the number of years as a school principal. Out of the 99 returned
surveys, 33% selected 0-5 years, 34% selected 6-10 years, and 32% selected 11 or more
years of experience. The descriptive statistics for principal years of experience and
leadership factors are presented in Table 8.
Results from the one-way ANOVA indicated no significant differences among the
three groups of years of experience and the transformational , transactional, and laissezfaire leadership factors. Additionally, there were no significant differences in the three
groups of years of experience and three outcomes of leadership, Extra Effort,
Effectiveness, and Satisfaction. The data in this study indicated that the number of years
of experience as a school principal had no impact on the principal’s self-percieved
leadership style. Results from the ANOVA are listed in Table 9.
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Table 8: Descriptive Statistics for Principal Years of Experience and Leadership Factors
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more
0-5 yrs
6-10 yrs
11 or more

N

33
34
32
33
34
32
33
34
32
33
34
32
33
34
32
33
34
32
33
34
32
33
34
32
33
34
32
33
34
32
33
34
32
33
34
32

Mean
3.31
3.38
3.36
3.41
3.55
3.32
3.53
3.5
3.46
3.34
3.31
3.25
3.41
3.42
3.26
3.17
3.22
3.17
1.61
1.52
1.64
0.59
0.77
0.63
0.53
0.3
0.35
3.36
3.4
3.37
3.43
3.54
3.39
3.62
3.66
3.48
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Std. Dev.
0.54
0.39
0.31
0.69
0.44
0.45
0.43
0.51
0.47
0.57
0.41
0.46
0.45
0.46
0.47
0.61
0.51
0.6
0.92
0.83
0.87
0.62
0.71
0.45
0.48
0.49
0.37
0.55
0.44
0.45
0.52
0.35
0.52
0.46
0.38
0.51

Effect Size
0.08

0.17

0.06

0.08

0.15

0.05

0.06

0.13

0.22

0.11

0.14

0.16

Table 9: Analysis of Variance for Leadership Factors with Years of Experience
Leadership Factor
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total

Sum of
Squares
0.111
18.026
18.136
0.838
28.36
29.198
0.078
21.733
21.812
0.138
22.985
23.122
0.48
20.81
21.289
0.067
31.411
31.479
0.275
73.782
74.057
0.604
35.396
36
1.031
20.095
21.126
0.026
22.865
22.891
0.409
21.555
21.963
0.564
20.118
20.682

df
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98

**indicates a significant difference at the p<.01 level
*indicates a significant difference at the p<.05 level
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Mean
Square
0.055
0.188

F
0.295

Sig.
0.746

0.419
0.295

1.418

0.247

0.039
0.226

0.173

0.841

0.069
0.239

0.288

0.75

0.24
0.217

1.106

0.335

0.034
0.327

0.103

0.902

0.137
0.769

0.179

0.837

0.302
0.369

0.819

0.444

0.516
0.209

2.463

0.091

0.013
0.238

0.055

0.947

0.204
0.225

0.91

0.406

0.282
0.21

1.346

0.265

These data suggest years of experience is not a factor in the principal’s self-perception of
their leadership style and that a novice principal may have the same self-perception of
leadership style as that of a veteran principal.
Principal ethnicity. The final analysis to question three is related to what extent
does principal ethnicity impact the self-perceived leadership style? A one-way ANOVA
was conducted to determine if the scores of the principals differed significantly between
the principal characteristic of ethnicity. There were six choices of ethnicity to select from
on the demographic part of the survey. All participants selected White, Black, or
Hispanic. Therefore, the other choices were excluded in the analysis. Out of the 99
surveys returned, 61% were White, 30% were Black and 8% were Hispanic. The
descriptive statistics for principal ethnicity and leadership factors are presented in Table
10.
The ANOVA results indicated there was a significant difference (p<.05) in the
three groups, White, Black, and Hispanic, of scores on the transactional leadership factor
Management-by-exception: active. A Post Hoc test was performed to determine exactly
which means were significantly different. The Dunnett C test indicated a strong mean
significance (p<.05) between White and Hispanic participants for the transactional
leadership factor Management-by-exception: active. This was confirmed by the small
effect size 0.26 for this leadership factor. However, the Scheffe test did not indicate a
strong mean difference on this leadership factor. The mean scores for the White
participants mean score was 1.45 and the score for Hispanic participants was 2.21. This
difference, 0.76, is much higher than the mean difference between White and Black
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participants with a mean difference of 0.25, and Black and Hispanic participants with a
mean difference of 0.51. Results from the ANOVA are listed in Table 11.

Table 10: Descriptive Statistics for Principal Ethnicity and Leadership Factors
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic
White
Black
Hispanic

N
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8
61
30
8

Mean
3.35
3.38
3.25
3.45
3.36
3.53
3.54
3.40
3.46
3.35
3.21
3.18
3.39
3.35
3.18
3.23
3.15
2.96
1.45
1.70
2.21
0.63
0.83
0.28
0.36
0.44
0.43
3.36
3.45
3.25
3.47
3.45
3.34
3.59
3.61
3.43
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Std. Dev.
0.43
0.41
0.51
0.54
0.56
0.47
0.43
0.53
0.50
0.49
0.47
0.45
0.44
0.53
0.34
0.55
0.55
0.71
0.87
0.86
0.52
0.53
0.73
0.38
0.39
0.58
0.47
0.48
0.51
0.29
0.46
0.50
0.46
0.44
0.50
0.41

Effect Size
0.08

0.09

0.14

0.15

0.12

0.13

0.26

0.24

0.07

0.12

0.07

0.10

Table 11: Analysis of Variance for Leadership Factors with Ethnicity
Leadership Factor
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total

Sum of
Squares
0.112
18.024
18.136
0.238
28.96
29.198
0.455
21.357
21.812
0.505
22.618
23.122
0.303
20.987
21.289
0.56
30.918
31.479
4.764
69.293
74.057
2.082
33.918
36
0.121
21.005
21.126
0.329
22.562
22.891
0.123
21.841
21.963
0.212
20.47
20.682

df

2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98

**indicates a significant difference at the p<.01 level
*indicates a significant difference at the p<.05 level
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Mean
Square
0.056
0.188

F
0.299

Sig.
0.742

0.119
0.302

0.395

0.675

0.227
0.222

1.022

0.364

0.252
0.236

1.071

0.347

0.151
0.219

0.692

0.503

0.28
0.322

0.87

0.422

2.382
0.722

3.3

0.041*

1.041
0.353

2.946

0.057

0.061
0.219

0.277

0.759

0.165
0.235

0.701

0.499

0.061
0.228

0.27

0.764

0.106
0.213

0.496

0.61

It should be noted that the Central Limit Theorem prevents generalization across a
group of people if the n<30. This is the case with the Hispanic group, n=8. Therefore, this
data was not generalizable. For the principal characteristic Ethnicity, the effect sizes
ranged from 0.07 to 0.26. There were no other significant differences between ethinicities
on any of the leadership factors or outcomes of leadership.
Impact of School Characteristics on Leadership Style
The final research question is: Do school’s characteristics have an impact on a
principal’s self-perceived leadership style? This question included three ancillary
questions:
a. To what extent does a school’s level impact a principal’s self-perceived
leadership style?
b. To what extent does a school’s SES status impact a principal’s selfperceived leadership style?
c. To what extent does a school’s most recent grade change impact a
principal’s self-perceived leadership style?
School level. To answer the question related to level of school, a one-way
ANOVA was conducted for the correlating characteristic of this question. The first
analysis was to determine if the scores of the principals differed significantly between the
school characteristic of Level. There were 99 surveys returned. Elementary schools
represented 41% of the sample, followed by 30% for middle schools, and 28% for high
schools.
The descriptive statistics for leadership factors and school level are presented in
Table 12.
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Table 12: Descriptive Statistics for School Level and Leadership Factors
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Motivation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High
Elem.
Middle
High

N
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28
41
30
28

Mean
3.38
3.30
3.37
3.57
3.30
3.36
3.58
3.30
3.58
3.43
3.25
3.15
3.46
3.32
3.25
3.30
3.15
3.07
1.38
1.67
1.80
0.62
0.55
0.83
0.37
0.38
0.44
3.47
3.26
3.36
3.62
3.32
3.35
3.68
3.60
3.44

Std. Dev.
0.49
0.31
0.45
0.55
0.40
0.62
0.41
0.36
0.58
0.49
0.33
0.56
0.41
0.43
0.54
0.56
0.43
0.66
0.93
0.86
0.71
0.57
0.45
0.76
0.39
0.43
0.59
0.50
0.42
0.49
0.37
0.36
0.62
0.33
0.48
0.56

Effect Size
0.09

0.23

0.28

0.25

0.20

0.18

0.21

0.19

0.07

0.18

0.31

0.21

The highest mean score, 3.58, for all leadership factors was for the transformational
factor Inspirational Motivation for elementary and high schools. The effect size was 0.28
and indicates a moderate effect size. It should be noted that there were only 28 high
schools. Thus, n<30, and the Central Limit Theorem does not allow for generalization of
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the data. However, it should also be noted that 28 high schools out of the study total of 99
schools is a higher percentage than the normal representation of high schools. In the total
population of 390 schools, 251 were elementary, 82 were middle and 57 were high
schools.
The highest mean score for the the three outcomes of leadership was 3.68 for
elementary schools on Satisfaction. The effect sizes ranged from 0.07 to 0.31. The
outcome of Leadership Effectiveness had the largest effect size of 0.31, but is still
considered a small effect size. There were no other significant differences between school
levels on any of the leadership factors or outcomes of leadership.
Results from the ANOVA indicated that there was a significant difference (p<.05)
in the three levels (elementary, middle, and high school) of principals’ scores on the
transformational leadership factor Inspirational Motivation and the outcome of
Leadership Effectiveness. Results from the one-way ANOVA are presented in Table 13.
A Post Hoc test was performed to determine exactly which means were
significantly different. The Dunnett C and Scheffe tests indicated a strong mean
significance (p<.05) between elementary and middle school levels for the
transformational leadership factor Inspirational Motivation. For the outcome of
leadership Effectiveness, the Dunnett C and Scheffe tests indicated a strong mean
significance between elementary and middle school levels and a statistically significant
mean between elementary and high school levels.
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Table 13: Analysis of Variance for Leadership Factors with School Level
Leadership Factor
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total

Sum of
Squares
0.137
18
18.136
1.533
27.665
29.198
1.679
20.133
21.812
1.392
21.731
23.122
0.811
20.478
21.289
0.982
30.496
31.479
3.231
70.826
74.057
1.248
34.752
36
0.1
21.027
21.126
0.732
22.159
22.891
2.001
19.963
21.963
0.934
19.748
20.682

df

2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98

**indicates a significant difference at the p<.01 level
*indicates a significant difference at the p<.05 level
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Mean
Square

F

Sig.

0.068
0.187

0.364

0.696

0.767
0.288

2.66

0.075

0.839
0.21

4.003

0.021*

0.696
0.226

3.074

0.051

0.405
0.213

1.9

0.155

0.491
0.318

1.546

0.218

1.616
0.738

2.19

0.117

0.624
0.362

1.723

0.184

0.05
0.219

0.228

0.797

0.366
0.231

1.586

0.21

1
0.208

4.811

0.01*

0.467
0.206

2.271

0.109

School SES. The next aspect to question four was to determine to what extent
does a school’s SES status impact a principal’s self-perceived leadership style.
For the purposes of this study, the researcher categorized the socioeconomic
status of the schools based on its Title I eligibility. For public schools in the state of
Florida to be classified as Title I schools, 74% of the student population must receive free
or reduced lunch. Out of the 99 surveys returned, 63% were not classified Title I, while
36% were classified as Title I schools. To answer this question, a one-way ANOVA was
conducted to determine if the scores of the principals differed significantly between the
school characteristic SES. Results from the ANOVA are listed in Table 13.
The descriptive statistics for school SES and leadership factors are presented in
Table 14. The mean scores for the Laissez-faire leadership factor were the lowest of all
leadership factors. However the Non-Title I schools scored higher than the Title I schools
on the Laissez-faire leadership factor. This indicated that principals at Non-Title I schools
may “abdicate more responsibilities and avoid making decisions,” laissez-faire
characteristics defined by Bass (1990 p. 22), moreso than principals at Title I schools.
The highest mean was for the outcome of leadership Satisfaction for Title I schools, with
a score of 3.73. This indicated that principals at Title I schools may tend to work with
other team members in a more satisfying way and are more satisfied overall in their job
performance. The effect size was 0.26, a small effect size, for both the leadership factor
Laissez-faire and the outcome of leadership Satisfaction. The range of effect sizes for the
school characteristic SES was 0.01 to 0.26. There were no other significant differences on
any other leadership factors or outcomes of leadership between Title I and non-Title I
schools.
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Table 14: Descriptive Statistics for School SES and Leadership Factors
Idealized Influ.
Attributes

Non-Title I

N
63

Mean
3.31

Std. Dev.
0.45

Title I

36

3.43

0.38

Idealized Influ.
Behaviors

Non-Title I

63

3.46

0.52

Title I

36

3.38

0.59

Inspirational
Motivation

Non-Title I

63

3.53

0.48

Title I

36

3.43

0.45

Intellectual
Stimulation

Non-Title I

63

3.26

0.49

Title I

36

3.36

0.47

Individualized
Consideration

Non-Title I

63

3.32

0.49

Title I

36

3.43

0.40

Contingent Reward

Non-Title I

63

3.20

0.59

Title I

36

3.16

0.52

Management-byexception: active

Non-Title I

63

1.53

0.95

Title I

36

1.68

0.69

Management-byexception: passive

Non-Title I

63

0.72

0.68

Title I

36

0.56

0.43

Laissez-faire

Non-Title I

63

0.48

0.52

Title I

36

0.25

0.27

Non-Title I

63

3.37

0.50

Title I

36

3.38

0.44

Non-Title I

63

3.40

0.52

Title I

36

3.54

0.34

Non-Title I

63

3.50

0.48

Title I

36

3.73

0.36

Extra Effort
Effectiveness
Satisfaction

Effect Size
0.14
0.07
0.10
0.10
0.12
0.04
0.09
0.14
0.26
0.01
0.15
0.26

Results from the one-way ANOVA indicated that there was a significant
difference (p<.05) in Title I and non-Title I schools of scores on the Laissez-faire
leadership factor. In addition a significant difference (p<.05) existed between Title I and
non-Title I schools for the outcome of leadership Satisfaction. Results from the one-way
ANOVA are presented in Table 15.
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Table 15: Analysis of Variance for Leadership Factors with School SES
Leadership Factor
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total

Sum of
Squares
0.314
17.822
18.136
0.155
29.043
29.198
0.203
21.608
21.812
0.208
22.915
23.122
0.288
21.001
21.289
0.036
31.442
31.479
0.528
73.529
74.057
0.614
35.386
36
1.214
19.913
21.126
0.004
22.887
22.891
0.448
21.515
21.963
1.193
19.489
20.682

df
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98
1
97
98

**indicates a significant difference at the p<.01 level
*indicates a significant difference at the p<.05 level
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Mean
Square
0.314
0.184

F
1.709

Sig.
0.194

0.155
0.299

0.519

0.473

0.203
0.223

0.913

0.342

0.208
0.236

0.88

0.351

0.288
0.217

1.33

0.252

0.036
0.324

0.111

0.739

0.528
0.758

0.696

0.406

0.614
0.365

1.683

0.198

1.214
0.205

5.912

0.017*

0.004
0.236

0.017

0.897

0.448
0.222

2.021

0.158

1.193
0.201

5.936

0.017*

Change in School Grade. The final analysis to question four relates to what
extent does a school’s most recent grade change impact a principal’s self-perceived
leadership style? A one-way ANOVA was conducted to determine if the scores of the
principal’s leadership style differed significantly between the school characteristic of
change in school grade. There were three options of change to select on the demographic
part of the survey. The three choices were the school grade went up, down, or remained
the same.
The school grade is determined, in part, by the student scores on the Florida
Comprehensive Assessment Test (FCAT). The FCAT is a criterion-referenced
standardized test administered annually to all public school students in grades three
through eleven. In elementary and middle schools, the school grade is determined from
100% of the FCAT performance of the students. In high schools, the FCAT is 50% of the
school grade with the other 50% based on new non-FCAT components.
Twenty six percent of the returned surveys indicated the school grade went up,
27% went down, and 46% remained the same. The descriptive statistics are presented in
Table 16 for change in school grade and leadership factors. For the transactional factor
Management-by-exception: passive, the mean score for schools whose grade went down
was the higher than the mean score for schools whose grade remained the same. This
indicated that principals who may have employed punishment as a response to
unacceptable performance (Bass & Avolio, 2004) may have created a negative impact
since scores declined in those schools.
The mean score for the leadership factor Laissez-faire for schools whose grade
went down was 0.61 and the mean score for schools whose grade remained the same was
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the lowest of all leadership factors and outcomes of leadership at 0.25. This indicated that
principals at schools whose grade went down employed more Laissez-faire leadership
factors than at schools whose grades remained the same or went up.

Table 16: Descriptive Statistics for Change in School Grade and Leadership Factors

Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same
Up
Down
Same

N

Mean

Std. Dev.

26
27
46
26
27
46
26
27
46
26
27
46
26
27
46
26
27
46
26
27
46
26
27
46
26
27
46
26
27
46
26
27
46
26
27
46

3.34
3.33
3.37
3.33
3.42
3.49
3.43
3.44
3.56
3.12
3.32
3.38
3.33
3.26
3.44
3.14
3.11
3.26
1.75
1.43
1.58
0.78
0.82
0.50
0.42
0.61
0.25
3.38
3.40
3.36
3.37
3.52
3.46
3.53
3.64
3.58

0.40
0.39
0.47
0.63
0.37
0.57
0.45
0.53
0.44
0.51
0.40
0.49
0.47
0.51
0.42
0.58
0.52
0.58
0.72
0.63
1.04
0.53
0.76
0.49
0.45
0.55
0.35
0.53
0.42
0.49
0.59
0.41
0.43
0.56
0.38
0.43
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Effect
Size
0.04

0.12

0.13

0.23

0.16

0.12

0.14

0.25

0.33

0.04

0.12

0.09

The effect size for the leadership factor Laissez-faire was also the highest at 0.33 yet is a
small effect size. The effect sizes ranged from 0.04 to 0.33.
Table 17: Analysis of Variance for Leadership Factors with Change in School Grade
Leadership Factor
Idealized Influ.
Attributes
Idealized Influ.
Behaviors
Inspirational
Motivation
Intellectual
Stimulation
Individualized
Consideration
Contingent Reward

Management-byexception: active
Management-byexception: passive
Laissez-faire

Extra Effort

Effectiveness

Satisfaction

Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total
Between Groups
Within Groups
Total

Sum of
Squares
0.033
18.103
18.136
0.417
28.781
29.198
0.396
21.416
21.812
1.151
21.971
23.122
0.533
20.757
21.289
0.49
30.989
31.479
1.395
72.661
74.057
2.25
33.75
36
2.177
18.949
21.126
0.035
22.856
22.891
0.314
21.649
21.963
0.161
20.521
20.682

df
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98
2
96
98

**indicates a significant difference at the p<.01 level
*indicates a significant difference at the p<.05 level
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Mean
Square
0.016
0.189

F
0.087

Sig.
0.916

0.209
0.3

0.696

0.501

0.198
0.223

0.888

0.415

0.576
0.229

2.515

0.086

0.266
0.216

1.231

0.296

0.245
0.323

0.759

0.471

0.698
0.757

0.922

0.401

1.125
0.352

3.201

0.045*

1.089
0.197

5.515

0.005**

0.018
0.238

0.074

0.929

0.157
0.226

0.697

0.501

0.08
0.214

0.376

0.688

Results from the one-way ANOVA are listed in Table 17. The results indicated
that there was a significant difference (p<.05) in the change of a school grade of scores
on the transactional leadership factor Management-by-exception: passive and the
leadership factor Laissez-faire at p<.01. No other differences were found among schools
with regard to change in grade and the leadership factors and outcomes of leadership.
A Post Hoc test was performed to determine exactly which means were
significantly different. The Dunnett C and Scheffe tests indicated no mean significance
(p<.05) between school grade change for the transactional leadership factor Managementby-exception: passive, regardless of whether the school grade went up, down, or
remained the same. However, the Dunnett C and Scheffe tests did indicate a strong mean
significance between the school grade going down and the school grade remaining the
same for the Laissez-fairre leadership factor.
Summary
This research study sought data to indicate the existence of a symbiotic
relationship between the self-perceived principal leadership style and principal and
school characteristics in an era of accountability. If this symbiotic relationship truly
existed, the leadership style of principals would vary depending on the principal self
characteristics and the school characteristics. Data in this study indicated that the female
principals may exhibit more transformational behaviors than male principals. Principals
at schools with a decline in school grade may exhibit more tranformational behaviors
than schools whose grades went up. This may indicate that principals at a school where
the school grade declined may exhibit a people approach to leadership in order to
improve student performance. Yet, that may not be the best leadership approach if the
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scores declined. Perhaps, there is a need for both transactional and transformational
leadership when a specific task, like improving academic success, has been identified.
Ultimately, this research sought data to indicate the existence of a relationship
between the three leadership styles. If this relationship does exist, principals may
percieve their leadership style differently based on their own individual characteristics
and the characteristics of the school in which they are charged with leading. The data
presented in Chapter 4 provided the reseacher with information that allowed for
conclusions to be drawn as to whether this relationship actually exists. Chapter 5 will
present a summary of the findings, discussion, and implications for possible future
research.
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Chapter 5
Summary and Discussion
Previous chapters introduced this study, provided research and literature in
support of the study being conducted, outlined the methodology used in this study and
provided the reader with the results of the survey administration. This chapter serves to
provide a summary of the findings and discuss the outcomes of the research by providing
an interpretation of the results. The chapter discusses the problem, provides the purpose
of this study, and reviews the research questions. It includes the variables, sample
characteristics, and the research design employed in this study. The chapter includes an
analysis of the limitations associated with this study and a discussion of implications of
these results. This chapter concludes with recommendations for future researchers
interested in this topic.
Restatement of Problem
Over the past several decades, accountability has become an integral part of
education reform. The exchange of self-sufficiency for accountability has created a
unique need to examine leadership styles. Educators and schools are being held
responsible for results and their success or lack there of is marked by monetary gain or
loss (Fuhrman & Elmore, 2004). The growing movement to hold educators accountable
for the progress and preparation of students has forced the educational arena to identify
areas of weaknesses that need to be strengthened. Leader quality can be defined by
engaging in activities that are deemed appropriate or inherent to all good leaders.
However, educational leaders often may not receive the benefit of training in appropriate
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methods and research-based techniques that would allow them to demonstrate an effective
leadership style based on the needs of their organization (Archer, 2004). In the No Child
Left Behind era, time is too valuable to be spent waiting for the factors that comprise the
school framework to change or to adjust to a new leadership style. Principals are
inundated with demands to ensure the academic success of their students (BooherJennings, 2006). No Child Left Behind is an accountability intiative that mandates efforts
to ensure the success for all students. To do this, principals must adopt a leadership
approach and style that inspires both teachers and students to embrace the objective of
improving academic achievement and motivate them to take the actions necessary to
reach that goal.
Purpose
The purpose of this descriptive study was two-fold: to determine self-perceived
principal leadership style and test the relationship between the self-perceived principal
leadership styles and demographic variables. The principal variables included gender,
experience, and ethnicity. The school variables included school level, school grade, and
school socioeconomic status determined by Title I. The study was conducted in three
large school districts in the state of Florida. This study was descriptive in nature and
designed to explore whether differences in leadership style existed with regard to
principal and school characteristics. The premise of this study, and as such the impetus
for the research questions, was that there is a relationship between the self-perceived
leadership style and certain principal and school characteristics. This study was designed
to investigate the following research questions:
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1. To what degree do principals perceive their leadership styles, as transactional,
transformation, and laissez-faire?
2. What are the relationships among the three leadership styles?
3. Do principal characteristics have an impact on self-perceived leadership styles?
3a. To what extent does gender impact the self-perceived leadership style?
3b. To what extent does principal years of experience impact the selfperceived leadership style?
3c. To what extent does principal ethnicity impact the self-perceived
leadership style?
4. Do school’s characteristics have an impact on a principal’s self-perceived
leadership style?
4a. To what extent does a school’s level impact a principal’s selfperceived leadership style?
4b. To what extent does a school’s SES status impacta principal’s selfperceived leadership style?
4c. To what extent does a school’s most recent grade change impact a
principal’s self-perceived leadership style?
The dependent varible was the principal’s self-perceived leadership style. The selfperceived leadership data were collected and scored using the MLQ Leader Form 5xshort survey instrument. The statistics for each of the nine leadership factors of leadership
were derived by finding the mean of several statements related to that factor. The
independent variables, the demographic variables, principal gender, ethnicity, years of
experience, and the school characteristics, school level, SES status, and grade were
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collected from the participants using demographic questions developed by the researcher.
The structure employed to examine the research questions was to analyze each leadership
style (transformational, tranactional, and laissez-fairre) with various components of the
demographic variables (principal gender, ethnicity, years of experience, and the school
characteristics, school level, SES status, and grade).
The research design was non-experimental and cross-sectional. This design was
used to test the moderating effect of the demographic variables of gender, experience,
ethnicity, school level, school grade, and school socioeconomic status on the selfperceived principal leadership styles as measured by the MLQ. Purposeful sampling was
used in the study’s population and consisted of all public school principals in three school
districts in the state of Florida.
Discussion of the Findings
In analyzing the results related to Research Question 1, this study began by
examing principal self-perception of leadership style. Results of the MLQ-5x Leader
Form presented in Table 4 indicated that the 99 school principals who participated
perceive their leadership style as transformational. This was seen in the high mean scores
for all five transformational factors as well as the three outcomes of leadership.
Similarily, the factors indicative of Management-by-exception: passive and Laissez-faire
received exceptionally low mean scores, indicating that these principals did not perceive
themselves as functioning in a transactional or passive/avoidant leadership style. The
factors indicative of Management-by-exception: active also received comparatively low
mean scores. Notable, was the factor of Contingent Reward, which received a relatively
high mean score from the 99 principals.
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The results indicate that principals in this study perceive their leadership style as
transformational. Not a surprising outcome due to the self-reporting aspect of the survey.
The participants were limited to a range of responses and therefore, may have selected
the perceived favorable response. However, this may be an indication that principals in
this study recognize the importance of the characteristics of transformational leaders and
the potential impact on student achievement (Robinson et al., 2008). Hallinger, Bickman
& Davis (1996) argue that strong instructional leaders possess the transformational
characteristic and are more likely to promote student achievement. The low mean scores
in the Management-by-exception: passive and Laissez-faire factors indicated these
principals may put forth a conscious effort to avoid engaging in behaviors that are
indicative of a leadership style that employs the use of more negative reinforcement
patterns. This kind of leadership style is referred to as the absence of leadership (Bass &
Avolio, 2004; Bass and Riggio, 2006).
The next research question in this study sought to determine the relationships
among the three leadership styles: transformational, transactional, and laissez-faire. A
correlation analysis was conducted to determine the correlation between the three
leadership styles including the nine subscales and the three outcomes of leadership. The
relationship between all five of the transformational leadership factors was strong. The
strongest correlation (.679) was between the transformational factor Idealized Influence
Behaviors and Intellectual Stimulation. Idealized Influence Behaviors include having a
charismatic vision and behavior that inspires others to follow and Intellectual Stimulation
encourages innovation and creativity (Bass & Avolio, 2004). This indicated that leaders
that exhibit a more transformational leadership style may be leaders focused on creating a
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vision within their organization and thus are able to inspire their followers to be more
productive, encouraging success for the overall good of the organization.
Transformational leaders create meaning for their subordinates and and instill an internal
motivation to commitment and to see exceptional achievement of the organizaition (Bass,
1990, Bass & Riggio, 2006; Goleman et al., 2004; Modassir & Singh).
A strong correlation (.563) also existed between the transactional factor
Management-by-exception: passive and the leadership factor Laissez-faire. The Laissezfaire leader avoids making decisions and, therefore, the followers often lack direction.
This finding suggested that principals that employ this approach to leadership may tend
to intervene only when standards are not met or when the performance is not as per the
expectations.
Conversely, a strong negative correlation (-.316 and -.353) existed between the
Laissez-faire leadership factor and the two transformational leadership factors,
Inspirational Motivation and Individual Consideration. The leadership factor Inspirational
Motivation refers to a leader’s ability to articulate a shared vision and mutual
understanding of the organization’s needs and their prioritization (Bass & Avolio, 2004).
Individual Consideration is the understanding and development of the needs of the
followers, treating people individually (Bass & Avolio, 2004). The negative correlation
between Laissez-faire leadership factor and the two transformational leadership factors,
Inspirational Motivation and Individual Consideration supports the literature that a leader
who employs a more laissez-faire approach to leadership may be less likely to have the
capacity to motivate others to commit to the vision and may not be skilled in coaching to
the specific needs of followers (Northouse, 2009).
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The third research question was to determine the impact of principal
characteristics on the self-perceived leadership style. The first aspect was principal
gender. There were two transformational factors that indicated a significant difference
with regard to gender, Individualized Consideration and Intellectual Stimulation. This
finding indicated that the female principals in this study perceived they were better at
coaching and encouraging than did their male counterparts. The male principals scored
higher in the leadership factors Management-by-exception: passive and Laissez-faire.
These findings were consistent with the research study conducted by Eagly, JohannesonSchmidt, & van Engen (2003), that found female leaders have a more transformational
leadership style than male leaders. This may indicate that male principals more often than
female principals may employ a wait and see attitude rather than a more proactive
leadership role.
Female principals scored higher in four out of the five transformational leadership
factors. Overall, these results lend credence to the fact that female principals not only
perceive their style of leadership to be more transformational in nature, but realize the
importance transformational leadership plays in effectively managing a building and
maintaining the role of an instructional leader. For the transactional leadership style,
female leaders perceived their leadership style as more transactional than male leaders,
scoring themselves higher in two out of three transactional leadership factors. The fact
that females considered themselves to be both more transformational and transactional
than did the male principals may be because the female participants understand the need
to integrate both leadership styles to be a more effective leader (Blunt & Jones, 2007,
Bass, 1995). Caliper, a management firm in Princeton, New Jersey, conducted a yearlong
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study in 2005 about women in leadership and their characteristics. The study found
women to be more persuasive and more of a team builder than men, both traits of the
transformational leadership style (Lowen, 2011). In addition, the study indicated women
were more task-oriented with a stronger need to ensure duties were completed (Lowen,
2011). The outcome of that study offers support of women in leadership and validation to
the results of this study as women scored higher in both the transformational and
transactional leadership factors.
The second part of question three related to participant’s years of experience as a
school principal. The research found that there was no statistical difference between the
three groups of experience and any of the three leadership factors. These findings were
surprising because it is a widely held belief that experienced leaders are more effective
(Bettin & Kennedy, 1990). Therefore, one might conclude that experience would
influence the leadership style of a school principal. However, the study did not specify
what kind of administrative experience, only the years’ experience they had as principals.
Although all participants were principals, there was no information gathered or discussed
about the type of administrative experience, the number of years the participants were
assistant principals prior to becoming principals, or the number and length of time spent
at different schools and school levels. The absence of this information may have
contributed to the lack of statistical evidence to support that the years of experience affect
leadership style. Another perspective suggests that experience is less important than the
ability to manage with the integration of differing leadership styles. According to Blunt
and Jones (2007) and Bass (1995), effective leadership is determined by the needs of the
organization and requires maneuverability between them in order to best integrate task-
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oriented and people-focused leadership. According to Bettin & Kennedy (1990), relative
leadership is what matters most to leader performance. McCall (2004) suggested that not
all experiences are created equal. Perhaps years of administrative experience alone are
not as important of a role as one’s ability to master the process. Early trait theories
suggested leadership qualities are innate. Kalin (2008) contended that leadership is an
innate skill that is cultivated and developed. If this is the case, years of experience may
not be an influential factor but rather these individuals may already possess an innate skill
toward leadership. This illustrated the conceptual framework of integrating different
leadership styles as well as considering the moderating variables, vision, culture, and
organizational goals (Bass, 1990; Bas et al., 2008; Crow et al., 1996).
The third aspect to question three determined the impact of principal ethnicity and
the self-perceived leadership style. In the analysis of the transformational factors, White
participants scored higher than both Black and Hispanic participants in this study. This
indicated that White principals, in this study, perceived their leadership style to be more
transformational than did the Black and Hispanic principals. Although White principals
may have had higher scores in the transformational leadership factors, the only
statistically significant difference was between White principals and Hispanic principals.
No specific ethnic group perceived their leadership style to be more transactional than the
other. This may mean that ethnicity bears no effect on the task-orientation of leadership.
Little research has been conducted on the ethnicity of leaders and leadership style. But
rather, when discussing ethnicity, it is usually with regard to students (Fitzgerald, 2007).
Wong (1998) demonstrated that cultural differences of leaders do have an impact on
leadership styles. Perhaps with more cross-cultural knowledge, a better of understanding
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of cultural perspectives and ideologies might enrich and empower personnel within the
organization to become their best by learning to appreciate cultural diversity. This
research study lends some support that principal cultural differences may have an impact
on leadership styles.
In the analysis for question four, the study examined the impact of school
characteristics and leadership style. The first aspect was school level. The only
statistically significant difference was between elementary and middle schools on one
transformational factor. Overall, elementary school principals considered themselves
more transformational than middle school principals and middle school principals scored
themselves higher than high school principals. High school principals considered
themselves to be more transactional followed by middle school principals and then
elementary school principals. Conceivably, this may be due to the structure of high
schools. The size, number of teachers and classrooms, and the content knowledge
required for graduation inhibit a principal’s direct influence on instructional practices and
make personal contact with staff and students challenging for principals at the secondary
level (Valentine & Prater, 2011). High school principals may respond more positively to
a work system that defines the tasks and clearly spells out performance expectations,
while elementary school principals may be more nurturing, as well as available to offer a
more charismatic and transformational leadership approach.
The findings in this study revealed that principals at Title I schools rated
themselves more transformational than principals at Non-Title I schools. The data also
indicated that principals at Non-Title I schools perceived their leadership style as more
transactional than those at Title I schools. Another finding in this study indicated that
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principals at Non-Title I schools scored higher in the Laissez-faire leadership factor. This
may indicate that principals may not have the same sense of urgency to micromanage if
the school has fewer needs. For example, if the school is performing well academically,
principals may lead with a more laid back leadership style. Title I schools have a higher
number of students in need than those at Non-Title I schools. Therefore, principals at
high needs schools may employ a more people-oriented approach to leadership in order
to meet the social and instructional needs of their teachers who have a direct impact on all
students. Contrary to this finding, the research by Hallinger and Murphy (1986),
suggested that principals in effective low SES schools tend to be more task-oriented.
However, the authors contended that successful principals in low SES schools became
more relationship focused as student achievement improved (Hallinger & Murphy, 1986),
indicating that principals may first focus on the immediate tasks and goals of the
organization then focus on how to achieve them by taking a people approach to their
leadership style.
The last part of question four dealt with the change in the reported school grade as
calculated in part from the Florida Comprehensive Assessment Test and its impact on the
principal self-perceived leadership style. Results from this research found that principals
at schools whose grade stayed the same employed a more transformational leadership
style. Perhaps leaders at schools where the grade remained the same felt a need to employ
a more motivational leadership approach in order to see better results. According to
Leithwood and Riehl (2003), leaders work through and with other people to motivate and
bring about a change to influence student achievement positively. Principals at schools
whose grade decreased rated themselves more Laissez-faire than principals at schools
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whose grade went up or remained the same. This may have indicated that principals in
this study that were less involved as an instructional leader did not make known their
expectations of their teachers which in turn adversely affected the success of students.
The literature revealed that the laissez-faire leadership style avoids getting involved and
lacks decision-making skills (Avolio & Bass, 2004; Bass & Riggio, 2006).
Implications for Practice
This study adds to the growing body of evidence demonstrating that
transformational, transactional, and laissez-faire leadership behaviors can be measured
(Hallinger & Heck, 1998). Though results of this study did not reveal any remarkable
relationships between leadership style and principal or school characteristics, findings
indicated that some differences existed among the three leadership styles and these
variables. Principals should take into consideration their personal attributes as well as
their own implicit understanding of leadership to determine the most effective leadership
style (Germain & Quinn, 2005). Although all principals in this study rated themselves as
more transformational, there is little research to say that is the “best” leadership style.
Principals must use the leadership approach and style that is appropriate to the context of
the specific school taking into consideration the available resources, personnel, and
student body characteristics (Dinham, 2004).
Bass and Avolio (1999) contended that transformational and transactional
leadership styles are two distinct forms of leadership and effective leaders employ aspects
of both styles. No one style of leadership will work in all schools (level, SES, academic
performance) with all leaders (level of experience, gender, ethnic background) (Blunt &
Jones, 2007, Bass, 1995). Yet, principals at schools with specific needs such as Title I
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schools, may need to have a more task-orientation leadership style before integrating a
relationship piece until student improvement begins to improve (Hallinger & Murphy,
1986). According to Mendez-Morse (1992), effective leaders are high performers in
meeting both expectations of task-orientation and people-focused leadership.
Leadership is developed from within and involves connecting people morally to
one another and to a shared vision of the organization (Sergiovanni, 2007). One’s
personality, self-perception, and personal values may limit the ability to employ specific
leadership styles and approaches as these factors all influence behavior. According to
Bass (1990) and Yukl (2002), leadership styles can be described by patterns of behavior.
Alkahtani and Abu-Jarad (2011) contended that personality influences leadership style
and capabilities.
Districts may want to include specific professional development within their
organization that includes gender and cultural differences in leadership. The data in this
study indicated that females were both more transactional and transformational that their
male counterparts. This information is a strong percursor for districts to consider more
gender based leadership development. Other uncontrollable factors within the
organization may also contribute to how a person employs people skills and manages
tasks effectively and provide professional development for aspiring and current school
administrators to increase their skills in dealing with factors within their sphere of
influence as well as those beyond their control.
This research validated the study’s purpose, that principal and school
characteristics play a part in leadership style. Principals exercise an indirect but
measurable effect on school effectiveness and student achievement (Hallinger & Heck,
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1998). Understanding which type of leadership behaviors a principal practices can
advance our knowledge of the individual’s management style and the implications of
leadership style on student performance. This is vital in cultivating more effective leaders
in the educational arena as accountability demands increase. This study may encourage
school districts to perform leadership assessments in the hiring process to ensure they
match the needs of schools with the most effective leader. Principals are effective leaders
when they are able to create communities that are proficient and compassionate and are
then able to maximize the resources and meet the growing demands of accountability
(Strike, 2006).
Limitations of the Study
This descriptive research study was limited to 99 public school principals who
responded to the survey. These principals were part of the overall population of 390
public school principals who were eligible to participate from three public school districts
in the state of Florida approved by the university and the school districts. While the study
included a large population of school leaders from various types of public schools in
central Florida, sufficient representation of all types of schools and regions was not
assured. Therefore, error may have been introduced into the findings due to the sampling
technique employed.
A second limitation of the research is self-selection bias which involved the
twenty-five percent response rate of the MLQ-5x Leader Form survey instrument. The
possibility exists that those leaders who did not respond to the survey may have held
different views than those respresented in the study. The researcher must make
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assumptions that the respondents made dependable responses and that their responses
reflected their personal beliefs.
The descriptive research design controls for some of the demographic variables
such as gender, experience of the principal, and type of school by examining the
correlations of these variables. However, a third limitation was the possibility that the
findings were influenced by other variables not included in the research design.
A fourth limitation was the timing of the study. The data collection coincided with
the administration of the Florida Comprehensive Assessment Test, a major test given to
all students in the state of Florida. This test is the highest level of accountability for
educators and students. In addition, the data collection was done in the spring just as the
teacher appraisal process began. As a result, distractions and time constraints may have
caused the conditions under which the participating principals responded to the survey to
be less than optimal.
Finally, limitations existed by the introduction of the self-reporting survey.
Participants were asked to self-assess their leadership style and the MLQ-5x Leader Form
had a restricted range of responses. This indicated that favorable responses may have
affected the participants’ choices and, therefore, only represent the perceived leadership
style of the principals who chose to participate in the study. Self perceptions do not
necessarily match reality. The perceptions one has of their own leadership style may
differ from the perceptions others have of their leadership style.
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Recommendations for Future Research
This study analyzed the relationship between demographic variables and the selfperceived principal leadership style. The following suggestions are made for future
research:
1. Further research should be conducted with classroom teachers to
determine their perceptions about principals’ leadership styles compared
to the self-perceived leadership style of the principals.
2. Professional development for school leaders should be expanded to
provide growth opportunities and practical applications of the different
styles and approaches to leadership development.
3. The limitations of this study make replication necessary in order to make
generalizations. Additional studies need to examine the role of gender,
race, years of experience in the current administrative position, and school
demographic characteristics and possible other variables that may affect
the relationship of leadership styles. Results may be different in other
states or geographical locations.
4. Another investigation should compare school performance, in terms of
student achievement, in combination with the MLQ-5x questionnaire to
determine the relationship between student academic achievement and the
leadership style of the principal. Student achievement should be better
defined than simply comparing the change in school grade. Perhaps
utilizing Adequate Yearly Progress may be a better indicator of student
performance.
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5. The limitation on type of experience and experience at particular schools
make it necessary to replicate this study. Additional studies need to
examine the type of administrative experience, school level and length of
time and possible other variables that relate to experience that may affect
leadership style.
Conclusions
The intention of this study was to contribute to the knowledge on leadership styles
in an era of accountability. The exchange of autonomy for accountability has created a
unique context to examine principal leadership styles. Leadership has been studied for
decades and people have posited that leadership is critical to the success of any
organization (Marzano, Waters, & McNulty, 2005). In an era of accountability, it is
essential to discover ways to improve student performance. Principals must reconcile the
demands and initiatives of the state with the local school systems to positively affect
student achievement. Leadership style is one factor that may have an effect on academic
performance and play a role in supporting student achievement (Codding & Marc, 2002;
Hallinger & Heck, 1996, 1998; Heck & Hallinger, 2005, Leithwood & Jantzi, 2000;
Prestine & Nelson, 2005, Riehl 2000, Witziers, Bosker, & Kruger, 2003). The leadership
approaches and behaviors of a school principal impact teachers and students (Fuller,
Young, & Baker, 2011). This may be considered an indirect effect but can have serious
implications on the success of many individuals.
The purpose of this study was to determine the self-perceived leadership style of
principals and the possible relationship of demographic variables such as principal
gender, experience, ethnicity, school type (elementary, middle school, and high school),
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school grade, and school socioeconomic status determined by Title I on leadership styles.
The results found that all 99 principals perceived their leadership style to be
transformational. Verona and Young (2001) contended that transformational leadership is
best suited for today’s schools. Moderate differences were found among the demographic
variables gender, ethnicity, school level, SES, and change in school grade. No data
emerged that would advance knowledge about the impact of principal’s years of
experience and the three leadership styles, transactional, transformational, and laissezfaire. The findings of the study may assist principals in the identification of different
leadership approaches and styles in an era of accountability thus allowing the best fit of
principals to schools with specific needs. Leaders are expected to ensure each school
meets NCLB standards and the principals’ leadership approach plays a fundamental role
in creating an environment for all students to achieve academically (Hughes, 2004).
Theoretically, a leader may adopt a leadership approach and style that will have a
stronger relationship with specific personal characteristics and organizational elements,
thereby potentially increasing the strength of the existing relationships. Principals that are
effective leaders in the educational organization provide focus and vision, ensure
alignment of standards, and lead by example (Cunningham & Cordeiro, 2003). The
findings of the study may also provide a benefit for principals of schools examining
alternative leadership methods to motivate teachers and students to improve academic
outcomes. One of the findings in this study was that gender did make a difference. New
strategies of leadership training should be explored.
It is imperative that education improves and higher student acheivement continues
to be the driving force for improvement. Accountability is and will continue to grow in
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all school districts across our nation. Though some people need little intrinsic or extrinsic
motivation to do their job, contingent rewards often serve as positive reinforcement for a
desired outcome (Benabou & Tirole, 2003). The new merit pay system attached to NCLB
is an example of contingent reward. This legislation, in essence, is providing a monetary
reward to educators if the desired outcome, a designated level of student performance, is
achieved. Likewise, to the possible monetary gain is the opposite effect, the loss of funds
to those schools underperforming. Thus, it is most important for educators understand the
challenge they are up against.
Determing the most effective leadership style cannot be done with a simple
formula. Many characteristics and variables affect how a leader leads and the success of
that leader. The awareness of different leadership styles and the appropriate application
of them in different types of schools with different goals will provide a more focused
perception of the needs of teachers and students in their organization. Leaders can
develop effective leadership approaches to meet the changing needs of education with the
understanding that the most effective leaders display characteristics of both transactional
and transformational leadership, demonstrating the importance of combinative aspects of
leadership style (Avolio et al., 1999).
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Appendix A: Demographic Questionnaire & MLQ

Please answer the following questions:
Gender:

Male Female

Ethnicity:

White
Black
Hispanic
Asian/Pacific Islander
American Indian/Alaskan
Other (please enter below)

What is your number of years of experience as a school principal?
0-5 years, 6-10 years, 11 or more years
What was your 2010 school grade?
A, B, C, D, F
Did your school grade go up, down, or remain the same?
Please check all the descriptors that apply to your school:
Elementary
Middle
High
Title I
Non-Title I
Charter School
Regular Public School
Other (Please enter below)
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Appendix A: Demographic Questionnaire & MLQ (Continued)
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Appendix A: Demographic Questionnaire & MLQ (Continued)
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Appendix B: Consent Form
DATE:
TO:

Principals

FROM:

Kathi Bentley, Doctoral Candidate,
University of South Florida

RE:

Permission (The Multi-Factor Leadership Questionnaire, MLQ)

Study Title:

A Descriptive Study of Self-Perceived Principal Leadership Styles in an
Era of Accountability, eIRB#2913

Dear Principals,
I am a student at the University of South Florida working on a doctoral degree in
Educational Leadership. I am conducting research to evaluate the self-perceived
leadership style of principals in an era of accountability. The following information is
being presented to help you decide whether or not you want to be part of a research study.
Please read carefully. If there is anything that you do not fully understand, please feel
free to ask Kathi Bentley. Her contact information is provided below. The research is
considered to be minimal risk. That means that the risks associated with this study are the
same as what you face every day. There are no known additional risks to those who take
part in this study.
As researcher, I want to study the thoughts, feelings, and perceptions of public school
principals in the state of Florida. This study is not targeting any particular school district
and is only seeking to recruit any participant that is a school principal. The questions the
researcher wants to answer will help people understand how principals view their work
style as a school administrator. If you take part in this study, you will be asked to
complete a short questionnaire via a secure website called Mind Garden. The survey
takes about 15 minutes to complete.
Your responses are completely anonymous. The researcher will only receive the data sets
from the company that owns the property rights to the survey and who has been paid for
the use of the instrument. The researcher may publish what is learned from this study. All
information will be reported by groups. For example, the researcher will write a report
that tells how many principals serving elementary students in a Title I school view their
work style. No direct benefits to you are expected from participation in this study.
Information gathered from this study will help educators study principals’ work life
during a period of reform.
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Appendix B: Consent Form (Continued)
You should only take part in this study if you want to volunteer. You should not feel
there is any pressure to take part in the study, to please the investigator or the research
staff. You are free to participate in this research or withdraw at any time. There will be no
penalty or loss of benefits you are entitled to receive if you stop taking part of this study.
If you have any questions, concerns or complaints about this study, contact Kathi
Bentley, Klbentle@mail.usf.edu. If you have any questions about your rights as a
participant in this study, general questions, or have complaints, concerns or issues you
want to discuss with someone outside the research, call the Division of Research Integrity
and Compliance of the University of South Florida at (813) 974-9343.
I freely give my consent to take part in this study. I understand that by clicking “YES”
I am agreeing to take part in research. I have received an email containing the same
information written above.
YES (proceed with questionnaire)
https://www.mindgarden.com/assess/.SAMPLE_self/282
NO (do not proceed)
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Appendix C: Follow-up Email
Dear Principal,
Just a quick note to remind you that I am looking forward to your survey response. The
deadline has been extended to May 7. If you have already returned the survey, please
accept my sincere gratitude. If not, please do so today. Because the survey was sent to a
limited number of principals, I very much need your responses to obtain accurate and
valid results.
I know your time is extremely valuable and it is a very busy time of the school year.
Please know that your participation in this research project is greatly appreciated!
To login for the survey, please use your email address to which this message was sent
and the password is: password.
Thank you again for supporting this research on the self-perceived leadership style of
principals.
Respectfully,
Kathi Bentley
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